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ABSTRACT 
 
Several strategies have been mooted as means of improving teaching and 
learning in South African schools. The National Department of Education’s 
Foundations for Learning Campaign, launched in 2008 and the recent 
announced Schooling 2025 strategy are examples. In this research report I argue 
that the success of any school improvement plan aimed at improving the quality 
of teaching and learning hinges on the extent to which teachers are able or 
willing to implement the measures required of them. I argue that changing the 
way teachers learn to teach by establishing communities of practice and working 
in collaborative groups in schools, offers a possible panacea. 
 
Therefore the aim of this study was to explore the experiences of teachers 
working in a Collaborative Teaching Strategy (CTS) aimed at improving teachers’ 
performance in the classroom. This qualitative research project was grounded in 
an interpretive paradigm and made use of semi-structured individual interviews 
and a focus group interview to generate data. The constant comparative method 
of data analysis was used to search for categories and sub-categories of 
meaning in the data. 
 
The findings indicate that while there are significant benefits for teachers working 
in collaborative groups, there are also several serious constraints. On the 
positive side, participants in the research experienced the mutual support and the 
sharing of ideas that emerged from collaborative interactions as affirmation of 
their expertise and knowledge. In addition, teachers viewed working in 
collaboration with others as a professional and personal development 
opportunity.  
 
Finding time to collaborate and the emergence of some resistance to 
collaborative work were identified as constraints. Some teachers felt their 
individuality and creativity to be restricted by collaborative work. Further, 
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individual personalities impacted negatively on collaboration with tensions 
emerging between teachers as a result of differing personal experience, 
expertise, knowledge, authority and values, approaches and benefits about 
teaching and learning. This resulted in instances of pseudo-collaboration. Also 
misconceptions about what it means to collaborate about teaching created 
difficulties for some teachers.  
 
The main implication arising from the research project is that availability of time is 
critical to effective collaboration. In addition, detailed guidance in terms of how 
and what teachers should be doing during collaborative activities appears 
necessary. Next, due consideration should be accorded to personality types and 
working relationships so that collaborative partners and groups can be mindfully 
structured and provided with training to enable effective work in teams.  Equitable 
workloads and equal access to teaching resources is essential. Finally, mutual 
respect for each other regardless of experience, expertise, position, belief or 
opinion is a prerequisite for successful collaboration about the various and varied 
tasks of teaching. 
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CHAPTER 1 
 
SETTING THE SCENE 
 
1.1 The crisis in education 
 
 
The benchmark for measuring the success rate of South African public school 
education has for some time been the percentage pass rate in the Senior 
Certificate Examination; referred to colloquially as the matriculation pass rate. 
Therefore traditionally the focus of education department officials has been on 
the performance of grade twelve learners. Various interventions in schools have 
failed to consistently improve the matriculation pass rate and the performance of 
South African learners in international competency tests (Fleisch, 2008:30). 
Consequently the focus on improving schools has broadened to include primary 
school education, where national competency tests in literacy and mathematics 
have revealed equally poor performance by learners (Fleisch, 2008:9). The poor 
performance of grade 4 and grade 5 South African learners reported in the 
Progress in International Reading Literacy Study 2006 is of further concern 
(PIRLS 2006:18). As a nation we ranked last after countries like Kuwait and 
Morocco, scoring significantly below the international average of 45 selected 
countries.  
 
Clearly there are compelling reasons to improve the quality of teaching and 
learning on a national scale. However, improvement in the context of South 
African schools is not a simple concept. Schools are situated in contexts ranging 
from poverty stricken rural communities to wealthy resource rich suburban 
environments. I therefore argue that the idea of improving the quality of teaching 
and learning in schools will enjoy a variety of contextual interpretations and that 
plans to improve will consequently differ substantially in focus between 
communities.   
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In this report I explore the experiences of teachers working with a strategy 
conceived to improve their teaching performance. The first part of this research 
report orientates the reader to the research problem under investigation; outlines 
the problem statement and the aim of the research. This is followed by the 
motivation for my research. Next a review of the literature draws on the fields of 
staff development and higher and adult education. Thereafter, I explain the 
research methodology employed and describe the process used for data 
collection and analysis. Then the findings emanating from the individual and 
focus group research interviews are presented and discussed. Finally, the 
research report concludes with a discussion of the possible implications of this 
study for staff development activities in the context of South African primary 
schools. 
 
1.2 Statement of problem and motivation for research 
 
The reasons for poor performance by matriculants and by primary school 
learners in literacy and numeracy are numerous, diverse and not easily 
quantifiable. Amongst others, curriculum issues, poverty and teacher 
inadequacies have been mooted as reasons for the low performance levels of 
South African learners by various writers. For example Jansen (1998:2) predicted 
the failure of the National Curriculum 2005 (C2005), citing teachers tasked 
beyond all reasonable expectations with implementation of a complicated and 
resource heavy curriculum, armed with inadequate resources both human and 
material. Harley and Wedekind (2004:200) refer to complex documentation and 
terminology, poor management and co-ordination, lack of capacity in terms of 
personnel and finance and inadequate teacher development as reasons for poor 
teaching and learning outcomes. Consequently, several revisions of C2005 have 
been undertaken by the department of education as a matter of expedience. The 
Revised National Curriculum Statements (RNCS) 2004, the National Protocol on 
Assessment implemented in 2007 and most recently the 5 November 2009 
announcement by the minister of basic education, Angie Motshekga of the 
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impending review of the National Curriculum Statements (NCS) and the 
subsequent five year revision process which is to follow, are all examples of 
manifestations of the perceived problem areas in South African school education. 
In addition, Fleish (2008:1) writes of a bimodal distribution of achievement 
between former House of Representative and Department of Education and 
Training schools on the one hand and former white education department 
schools on the other. He argues that there is a negative correlation between 
poverty and achievement; expenditure and achievement; the issue of mother 
tongue versus language of teaching and learning as an impediment to 
achievement and finally teacher inadequacies in the South African context. 
Further, Christie, Butler and Potterton in their 2007 report to the national 
ministerial committee on schools that work, identified poor socio-economic 
conditions, poor organisation of teaching and poor school leadership as 
exacerbating factors in poorly performing schools. Christie et al., (2007:130) go 
on to recommend that all primary schools should receive urgent attention from 
provincial education departments so that learners can achieve levels of 
competence in reading, writing and numeracy that will enable them to perform 
adequately at high school and beyond. Moloi (2002:ix) contends that eleven 
years of post apartheid change leading to economic, political and social 
discontinuance has created turbulence not only in education, but in all areas of 
South African society. She goes on to suggest reorganising schools according to 
the theories and concepts of learning organisations 1 as a possible panacea. 
 
In my opinion and experience as a primary school principal with 28 years of 
teaching experience in both public primary and high schools; part of the 
education department’s response to the crisis in primary schools has been to 
increase monitoring of curriculum delivery via a plethora of checklists, allegedly 
intended to improve school effectiveness. The common misconception seems to 
be that if a document can be produced by a teacher or principal, then it follows 
that the work of teaching is taking place. Conversely I argue that monitoring by 
                                                 
1
 Emphasis in original text 
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checklist says very little about the quality of teaching and learning that actually 
takes place in a classroom or indeed a school. The well intentioned interventions 
of the various provincial education departments place emphasis on school 
readiness and the availability of learner support materials. In my opinion the 
national education department’s notion of school readiness is encapsulated in 
the current slogan of, “Teachers in class on time and teaching.” However, I argue 
that merely having teachers in class on time and teaching says nothing about the 
quality of teaching and learning required to improve the performance of the South 
African school learner. However it must be acknowledged that the National 
Department of Education’s Foundations for Learning Campaign (2008), launched 
recently as a strategy to place more emphasis on the teaching of reading, writing 
and numeracy in primary schools, is a much more proactive approach to the 
problem of quality education in our schools.  
 
According to a report in The Citizen newspaper (25 March 2010:3), the 
Department of Basic Education has developed a plan to turn the education 
system in South Africa around. The long term solution mooted, is to be called 
Schooling 2025; consisting of, “agreed to outcomes and measurable targets and 
deliverables against which progress will be monitored”. The test of time will tell, if 
Schooling 2025 will have a positive affect on the performance of South African 
schooling. Be that as it may, I believe that meaningful improvement in the 
performance of primary school learners in the vital areas of reading, writing and 
mathematics, can most effectively be achieved by teachers working 
collaboratively with each other about the various tasks of teaching, in the actual 
school context and that it is indeed their professional responsibility to do so. I 
agree with Richard Elmore (2004 cited in Fullan 2007:35) who contends that 
above all teacher development entails, “Learning to do the right things in the 
setting where you work”. 
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1.2.1 The Collaborative Teaching Strategy - the research context 
 
 
In view of the educational situation or as some sources will argue, crisis; alluded 
to above and in response to the clarion call to improve the quality of teaching and 
learning in schools, the school management team (SMT) of a public primary 
school in Gauteng, felt compelled to search for some meaningfully way to not 
only implement the Foundations for Learning Campaign initiative (2008), but to 
find some way to improve the general quality of teacher performance throughout 
the school. In order to create an environment conducive to improving the 
teaching performance of teachers, a need was felt to restructure the way 
teachers work together. Previously teacher meetings had been structured to 
accommodate grade, learning area and phase meetings, but it was argued by the 
school management team that these meetings were inadequate as a forum for 
discussion and reflection on actual teaching practice in the classroom. In addition 
meeting schedules were often compromised by extra-curricula activities. Further, 
as in many instances in other public schools, classroom teaching is only open to 
scrutiny via administrative monitoring devices such as the national education 
department’s Integrated Quality Management System (IQMS); teachers work 
reports completed by Heads of Departments; processes for approving tests, and 
other similar administrative and school effectiveness measures. The school’s 
SMT argued that whilst these measures monitor the technical and administrative 
aspects of a teacher’s performance they fail to create opportunity for 
collaboration or reflection on practice in any meaningful way. Consequently the 
SMT consulted with the school’s teachers as well as the parent community as 
represented by the School Governing Body in order to plan a strategy for 
improving the standards of teaching.  Out of this consultative process they have 
implemented what they have chosen to term, a Collaborative Teaching Strategy 
(CTS), in an endeavour to improve the skills and expertise of teachers in the 
classroom, which they hope will in turn have a positive influence on the academic 
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performance of learners. The stated goals and objectives of the school’s strategy 
are to establish, maintain and develop: 
• a collaborative teaching environment 
• a network of distributed cognition which will enable the sharing of data and 
information amongst teachers at the school and with parents and learners 
• communities of practice consisting of teachers working in specific grades and 
Learning Areas   
• administrative and management support for teachers in order to create time 
for collaboration 
• structures for guiding teachers working with learners in need of academic, 
emotional and behavioural support 
• a 100 percent pass rate for all learners in all Leaning Areas with an unofficial 
target pass requirement of a minimum of 50 percentage points. 
 
In addition to the goals and objectives of the CTS, I argue that sustained and 
instructionally relevant collaboration may go some way in serving teacher’s 
professional development needs in terms of improving teacher knowledge and 
practice (York-Barr, Ghere & Sommerness, 2007:305). In the South African 
public school context, working in collaborative groups may also be a viable 
alternative to the sporadic and ad hoc in service training offered by provincial 
education departments, which is often perceived by teachers as an inadequate 
and ineffective means of developing understanding related to teaching. The 
notion of collaborative work as a means for professional development resonates 
with Kajander and Mason (2007:418) who argue for a move from expert-centered 
to teacher-centered forms of professional growth. In addition, the notion of 
teachers working together to continuously improve instruction is also suggested 
by Fullan (2007:35), as a much more effective means of teacher learning 
compared to the traditional concept of professional development, involving 
workshops, courses, programmes and such like. He argues that while skills and 
knowledge learned external to context are not useless, they are simply not 
powerful enough to change the culture of the classroom or school. 
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1.3 Theoretical framework and literature basis for the research 
 
 
A theoretical framework is like the lenses through which the researcher views the 
world, and reflects the stance the researcher adopts (Henning, van Rensburg & 
Smit, 2004:25; Merriam, 1998:45). My undergraduate education has been in the 
field of teacher education and my further education in adult education. The most 
appropriate lens for examining teacher learning in the social context of a school 
environment is that of socio-constructivism and in particular a subset lens of 
communities of practice (COP). Socio-constructivism is a specific interpretation 
of constructivism that stems from the work of Vygotsky (Gravett, 2005:21). 
Constructivism rests on the assumption that learning is not the passive 
transmission of information from one individual to another, but rather an active 
process of constructing knowledge and meaning (Kanselaar, 2002:1). In socio-
constructivism, the role played by language, dialogue and shared understanding 
is emphasised in the process of constructing knowledge and meaning (Stage, 
Muller, Kinzie & Simons, 1998 cited in Gravett, 2005:21). The importance that 
socio-constructivism places on language, dialogue and shared understanding in 
the process of learning, is the motivation for advocating this particular theoretical 
framework as appropriate for investigating the experiences of teachers working in 
a strategy conceived to encourage collaboration about their work as teachers. 
Further, drawing on the work of Wenger (2004:47) and Lave (1991:65) these 
structured groups of collaborating teachers can also be described as 
communities of practice. Communities of practice in this context are groups of 
people who share a concern or passion for something they do and learn how to 
do it better as they interact regularly.  
 
In addition the thinking behind the CTS draws on Bernstein’s well known three 
message systems of schooling namely; curriculum, pedagogy and assessment. 
Working with these three messages systems in a collaborative environment 
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forms the theoretical basis of the CTS. This line of thinking is strengthened by the 
work of Christie (2008:184) who identifies working with these message systems 
as the particular task of teachers. At this school, the term collaboration is used 
interchangeably with the term collegiality; both are broadly used to describe any 
activity where teachers collectively engage in sharing, experimentation, 
discussion or joint formulation of lesson plans, teaching methods, assessment 
methods and any other aspect relevant to the task of teaching, such as 
managing learner discipline and other issues of general class management. 
Therefore this is the general meaning of the term collaboration that I will be 
working with in this study. Hargreaves (1994:186) describes collaboration as a 
recognised element of present teacher development hegemony,  
 
“Collaboration and collegiality takes teacher development beyond 
personal individual reflection and reliance on experts to a point where 
teachers learn from each other, sharing and developing their expertise 
together.” 
 
Furthermore, I argue that collaboration is often used as a generic term to 
describe various teacher development measures. Teacher development has 
many names and labels, such as peer coaching, mentoring, professional learning 
groups (PLGs), team teaching, and action learning. The commonality of all these 
approaches is found in the principle of sharing knowledge and experience, or 
collaborating for development of knowledge and expertise. In this study I will 
therefore also draw on various terms used in the literature to describe 
collaborative teacher development measures. 
 
In addition, I believe that learning to be a teacher as opposed to learning about 
teaching is more likely to occur in a situated learning environment. I therefore 
contend that Jerome Bruner’s (2006) notion of being enculturated into the habits, 
interpretations and actions of a particular group community of practice, in this 
case teachers; is a useful framework for interpreting the CTS as the context of 
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this research project. I also argue that Robert Kegan’s (1982) work on the three 
different styles of knowing is a valuable tool for assisting teachers to understand 
how they are most likely to learn from and with each other in collaborative 
groups. The relevance of Kegan’s work to this research study will be discussed in 
more detail in Chapter 2. 
 
Working in communities of practice is likely to result in conflict and disagreement 
from time to time as various personalities, histories and dispositions to learning 
and working together emerge. The micro-political perspective of collaborative 
work, as in the instance of the CTS should not be discounted and will therefore 
be examined by using the concepts of contrived versus spontaneous 
collaboration and collegiality as postulated by Hargreaves (1994). In addition, the 
work of Billet (2004) is used for examining the various peculiarities of individual 
dispositions to workplace learning; likely to occur in the context of this research 
project. By individual disposition to workplace learning I mean the extent to which 
individual teachers will embrace, reject or subvert the process of working 
collaboratively. Accordingly, the CTS comfortably fits what Hargreaves 
(1994:195) describes as “contrived collegiality”; as it is a system of collaboration 
created by school management, which requires teachers to work together.   
 
Further, as the CTS is fundamentally about improving employee performance it 
also resonates with the concept of learning organisations. Proponents of the 
benefits of conceiving schools as learning organisations like Moloi (2002), argue 
that the collective consequence of individuals learning within an organisation is 
the creation of a learning organisation capable of coping with the challenges and 
obstacles encountered when change occurs. In the context of the crisis in South 
African schools described earlier in this chapter, schools may well need to 
become learning organisations in order to improve the performance of not only 
their teachers, but also their learners. According to Wenger (2004:47) the 
concept of communities of practice is increasingly being utilised by organisations 
to improve employee performance. In addition, Moloi’s (2002:63) work on 
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schools as learning organisations, suggests that schools can be improved 
through team learning, where mastery of practice involves dialogue and 
discussion as team members explore complex issues together. 
 
The primary school under study proposes that there are benefits for teachers 
working in collaborative groups such as the CTS. They draw on the work of 
authors such as York-Barr, Ghere and Sommerness (2007:317), who contend 
that the benefits of collaborative teaching are; more flexible and creative use of 
instructional time; increased reflection on individual and collective teaching 
practices; more learning with and from colleagues about teaching; decreased 
teacher isolation; increased support and a feeling of being valued by colleagues; 
having more energy and deriving greater enjoyment from teaching. In addition, 
Buzbee Little (2005:84) argues that teachers who share aspects of teaching, plan 
collectively and pool experiences tend to practice new skills and strategies more 
frequently and more successfully than those who work alone. 
 
In view of the potential developmental benefits for individuals, groups working in 
communities of practice and schools as organisations, this research project may 
be beneficial in terms of exploring the suitability of the CTS as a means of 
improving the performance of teachers in a specific primary school context. 
 
Against this background this research project was guided by the following main 
research question: 
• What are the experiences of teachers who participate in a strategy to 
encourage collaborative working? 
Complimentary sub-research questions were as follows:  
• What are teachers’ views of the effects of collaborative lesson 
planning? 
• What are teachers’ views of the effects of collaborative teaching/ 
presentation of lessons? 
• What are teachers’ views of the effects of collaborative assessment? 
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• What are teachers’ views of the possibility of decreased feelings of 
isolation, improved sense of enjoyment and value, derived from 
working in collaborative groups? 
• What are teachers’ views of the potential for establishing a culture of 
collaboration amongst teachers’? 
 
1.4 Aim of the research 
 
 
The aim of this research was to explore the experiences of teachers who 
participate in a strategy to encourage collaborative working in the specific context 
of the CTS, by looking at how they view  the effects of collaborative planning; 
collaborative teaching or presentation of lessons; collaborative assessment of 
their work and that of learners; the possibility of improving the sense of 
enjoyment and value derived from working in collaborative groups and finally the 
potential for establishing a culture of collaboration amongst teachers. 
 
1.5 Assumptions and presuppositions 
 
 
It is important for a researcher to clarify his or her assumptions and 
presuppositions about the topic being researched in order to increase the validity 
and reliability of the research and to reduce research bias. As a school principal I 
hold certain presuppositions about the best way to improve the performance of 
teachers in the classroom. Clearly an initial teaching qualification is a prerequisite 
for practicing as a teacher. However after teachers obtain an initial qualification, I 
have come to believe that their professional development can only partly be 
addressed by further improving qualifications through formal learning, such as 
certificate, diploma or degree courses offered by institutions of higher learning. At 
a lower level of learning; training, workshops and such like, provided by 
education departments and private providers are in my opinion also largely 
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unsuccessful in terms of meaningfully developing the skills and expertise of 
teachers as reflected in improved performance in the classroom. I do however 
feel that the minority of teachers, who seek out opportunities for professional and 
indeed personal development and growth through informal or formal learning, are 
much more likely to grow in stature as skilled and expert teachers over time. 
Further, I acknowledge that my position as principal of the school engaged in the 
CTS may influence the findings of this research; a matter discussed in more 
detail in the section on ethical considerations in chapter 3.     
 
1.6 Overview of chapters 
 
 
This research report documents the progress of the research into the 
experiences of teachers working with each other in the CTS. 
 
Chapter 1 provides a description of the research problem, as well as a statement 
of the research question and aim. The motivation, my theoretical framework and 
the literature basis for my research as well as my assumptions and 
presuppositions as the researcher, are presented. 
 
Chapter 2 reviews recent literature relating to the topic of this research. The 
literature was sourced from the fields of staff development and higher and adult 
education. 
 
Chapter 3 describes the paradigm within which this research was conducted and 
explains the rationale for the choice of research design. It also explains the 
method that was used to generate data. The motivation for the type of data 
collection methods used and selection of participants is also discussed. The 
analysed data provides the framework of the findings presented briefly in this 
chapter and discussed more extensively in Chapter 4. Furthermore, the 
Chapter 1 –Introduction                                                                                      13 
 
measures I took to ensure ethical conduct and the steps taken to increase the 
reliability and validity of this study are explained. 
 
Chapter 4 explains in detail the constant comparative method of data analysis 
used to name the categories and subcategories of meaning, contained in the 
transcriptions of the individual and focus group interviews which form the basis of 
the findings presented.  
 
Chapter 5 discusses the research findings of this research project uncovered 
during the data analysis process mentioned in the previous chapter. The chapter 
closes the research report with conclusions drawn from the results of this 
research study and provides several recommendations based on the detailed 
discussion of the research findings in chapter 4. 
   
1.7 Summation 
 
 
In chapter 1, I have set the scene in terms of the crisis in South African school 
education. The research problem and motivation for the research project was 
presented and the research question and aim of the research stated. Further, the 
theoretical framework and literary basis of the research project has been laid out. 
In addition, my assumptions and presuppositions as the researcher have been 
noted. Finally, an overview of the five chapters constituting the complete report of 
this research has been provided.  
 
Chapter 2 – Literature review                                                                              14 
 
CHAPTER 2 
 
LITERATURE REVIEW 
 
2.1 Introduction  
 
 
This research is about finding out how teachers experience a school 
management initiated strategy to encourage them to collaborate on specific work 
issues. In this literature review I argue that the quality of teaching of individual 
teachers can be improved by creating an environment in the school context 
where teachers are encouraged to work in collaborative groups on the various 
tasks associated with teaching. These tasks include preparation for teaching, 
deciding on best practice for the presentation of lessons and deciding how best 
to assess the learning of learners. In addition I argue that working in collaborative 
groups can make the experience of teaching more enjoyable and increase 
feelings of being valued in practicing teachers.    
 
To advance my arguments, I have used literature relating to the field of adult 
education and staff development, because teachers working collaboratively on 
tasks related to their profession are also adult learners and can experience 
professional and personal development as a consequence of working together.  
I believe that the CTS described in chapter 1, which provided the setting for this 
research, can be likened to working in a community of practice as described by 
Wenger (2004:47) and therefore draw on his body of work in this regard. I further 
subscribe to the notion posited by Hargreaves (1994:245) that working 
collaboratively in communities of practice is the most promising meta-paradigm 
to emerge in the postmodern age. Teachers live and work in the postmodern 
age, which is characterised by constant and rapid development, instant 
communication and dissemination of information.  A meta-paradigm capable of 
analysing, understanding and responding to changes in technology, 
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organisational life and intellectual thought is therefore important for teachers who 
are primarily tasked with preparing learners for eventual integration into society 
as self-sufficient adults. According to Hargreaves (1994:245) collaboration 
emerges as a recurring course of action capable of articulating and integrating 
plans of action to deal with unpredictable problems and intensifying demands of 
the postmodern age. I argue that collaboration in a community of practice is 
therefore suited to the many and varied challenges and difficulties faced by 
teachers. I say this because of the way collaboration supports shared reflection 
and professional learning, by drawing on collective knowledge, skill and expertise 
as central principles of individual and indeed organisational learning. 
Consequently, I maintain that working collaboratively in communities of practice 
can manifest in mutually beneficial learning occurring between participants and 
may therefore be personally and professionally developmental for teachers.  
 
I have also drawn on Jerome Bruner’s notion of learning to be, as a useful 
framework for arguing that workplace learning occurs when teachers work in 
collaborative groups. The notion of learning to be distinguishes between two 
types of learning, namely learning about, which involves learning of facts, 
concepts and procedures, and learning to be, which requires more than just 
information; it requires the ability to engage in the practices of the knowledge 
domain in question (Brown & Duguid, 2000:128). Therefore I contend that as 
teachers engage with each other in the domain of teaching, they will as a 
consequence be learning to be teachers. In making these arguments I do 
acknowledge that workplace learning also presents with challenges, as the 
peculiarities of individual’s dispositions, positions of authority, experiences and 
feelings influence social interactions in the workplace. I use the work of Billet 
(2004) and Hargreaves (1994) to discuss individual dispositions towards 
workplace learning in more detail later in this chapter. Finally, I utilise Moloi’s 
(2002) work on schools as learning organisations, to substantiate my claim that 
as individuals develop and grow through collaboration at work, so the potential 
for creating a learning organisation increases.  
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 In this chapter I first advance the argument that teachers working in the context 
of the research are participants in a community of practice; drawing on the work 
of Wenger (2004) and Lave (1991). Then I discuss collaboration in a community 
of practice as a promising meta-paradigm for dealing with the challenges of the 
postmodern age. Next I discuss how knowledge is created in a community of 
practice and how Jerome Bruner’s (1966) notion of learning to be can be a 
consequence of engaging in collaboration with other teachers. Next I recognise 
that there are challenges associated with working in communities of practice from 
a cultural and micro-political perspective, using the work of Hargreaves (1994) as 
a framework. Later in the chapter, I acknowledge that working together in the 
workplace requires social interaction and that these interactions are subjected to 
the peculiarities of individual’s dispositions, positions of authority, experiences 
and feelings in the workplace. The work of Billet (2004) is used as a platform to 
discuss these aspects of my argument in more detail. Next, I argue that 
collaborating in a community of practice at work, creates opportunities to develop 
work related skills and knowledge in teachers, thereby contributing towards their 
professional and personal growth. Last, I argue that working collaboratively in a 
community of practice can be personally and professionally developmental for 
teachers and that a further consequence of such development can be the 
manifestation of organisational learning as posited by Moloi (2002). 
  
2.2 Communities of practice 
 
 
2.2.1 Teachers collaborating in a community of practice 
 
In order to confirm that teachers working together in the CTS are indeed 
engaged in a community of practice, it is useful to examine the nature, elements 
and characteristics of a community of practice. 
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Wenger (2004:47) describes communities of practice as groups of people who 
share a concern or passion for something they do and learn how to do it better as 
they interact regularly.  Certain behaviours, attitudes and dispositions are 
practiced, reinforced and encouraged in communities of practice while others 
may be marginalised, dismissed or even ridiculed. Lave (1991:65) argues that 
becoming a member of a community of practice and developing knowledge and 
skills are part of the same process, as members motivate and shape new 
understanding and ways of knowing. The CTS as the context of this research 
presupposes that as teachers are required to participate in collaborative groups 
by school management, they are part of the community of practice by default. 
 
To further acknowledge the existence of a community of practice Wenger 
(2004:48) suggests that three elements are necessary to develop and maintain a 
community of practice. They are a domain, a community and practice. I argue 
that the collaborative work of teachers can be organisationally structured as in 
the case of the CTS, to concurrently accommodate Wenger’s three elements of 
communities of practice. First, a domain of teachers who identify as such can be 
found in schools and in some instances a shared level of teaching competence 
already exists. Collective competence can therefore be valued and teachers can 
learn from one another. Second, members of a school’s teaching community are 
tasked with pursuing their interests in the domain in this instance by engaging in 
joint discussion and activity about their work. It is anticipated that relationships 
conducive to the sharing of knowledge, expertise and to allow mutual learning to 
take place will be a consequence for teachers working in the context of the CTS. 
Finally, teachers can practice their potentially new found expertise and skills in 
the classroom. It is therefore my contention that Wenger’s three elements of 
communities of practice do exist in the CTS which is the subject of this research 
project. 
 
The CTS, has the characteristics of a community of a practice. Existing and 
functional communities of practice are characterised by three dimensions. The 
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first characteristic is mutual engagement, which involves working together and 
negotiating meaning with one another. When teachers are required or 
encouraged to engage with one another not only during formally scheduled 
collaboration meetings, but also informally on other occasions like during breaks 
or on the corridors, then it is conceivable to argue that during these interactions it 
is possible for collaborative partnerships to be defined and for them to evolve into 
forms of mutual engagement. The second characteristic is joint enterprise, where 
teachers negotiate the meanings and vocabulary relevant to the given tasks of 
teaching. Here the what (subject content), how (best method of teaching for 
maximising learning) and when (correct sequencing of content and timing of 
teaching) of teaching tasks can be negotiated in a collaborative environment.  
Third, a shared repertoire of routines and skills are developed by participating 
teachers. In other words teachers’ can be expected to develop and share best 
practice in terms of planning, presentation, evaluation and assessment of their 
various teaching tasks, as a consequence of working in a collaborative 
environment. 
 
2.2.2 Collaboration as a meta-paradigm for the postmodern age 
 
As already mentioned, Hargreaves (1994:245) argues that collaboration has 
emerged as the most promising meta-paradigm of the postmodern age. I concur 
that collaboration emerges as a means of dealing with the many and varied 
challenges and difficulties faced by teachers in the postmodern age and is 
therefore a suitable theoretical lens through which to examine the work of 
teachers in the CTS. Collaboration supports shared reflection and professional 
learning, by drawing on collective knowledge, skill and expertise as central 
principles of individual and organisational learning.  
 
Therefore, I maintain that there are a number of perceived benefits of working 
collaboratively in communities of practice. For example, I argue that at a micro 
level in the school context, collaboration between two or more teachers at work 
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can provide professional as well as moral support when dealing with frustrations 
such as how to present a difficult section of work, in order to make it easier for 
learners to grasp. It would also be useful for dealing with the inevitable sense of 
failure and uncertainty associated with change in any number of facets of 
teaching. Applied to a practical situation, I would argue that over the last few 
years teachers have had amongst other changes, to deal with the 
implementation of the National Education Departments, Curriculum 2005, 
Outcomes Based Education and the Revised National Curriculum Statements, all 
of which have subjected teachers to the uncertainty associated with change.   
 
In thinking about how to address the problems associated with curriculum 
change in the school environment, I turn to the work of Hargreaves (1994:246). 
He lists several benefits of collaboration for teachers and teaching. In essence it 
is this list of benefits that forms the conceptual backbone of the CTS in the 
context of this research. Hargreaves maintains that, collaboration can increase 
efficiency, as teachers share and coordinate the responsibilities associated with 
their job descriptions. He goes on to suggest that collaboration increases the 
likelihood of risk taking, diversification of teaching strategies and improved self 
confidence, which impacts on feelings of self efficacy in teachers. These 
perceived benefits have the potential to improve not only teachers’ teaching, but 
also learners’ learning. He further argues that collaboration has the potential to 
reduce workload in the workplace, as individual teachers and leaders do not 
have to cope in isolation, using the principle of, ”a problem shared is a problem 
halved” as reasoning for the claim. In addition, collaboration can empower 
teachers to engage confidently and assertively with surrounding systems of 
officialdom, allowing them to adapt externally introduced demands and 
innovations to their situations at school. Hargreaves also lists advantages of 
collaboration such as the wisdom to delay and the moral resolve to resist the 
multitude of often unreasonable demands emanating from official sources and at 
times from management; that collaboration provides a mirror for one’s own 
practice, creating opportunities for critical reflection and reformulation of practice; 
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that collaboration pools the collective knowledge, expertise and capacities of 
teachers, enabling them to formulate suitable responses to constraints and 
opportunities in the workplace; that collaboration can be a powerful source of 
professional learning, where teachers learn from each other across classrooms, 
grades, learning areas and hierarchical structures of management and control; 
that collaboration encourages teachers to deal with change not as an event, but 
as a continuous process of improvement towards excellence and emerging 
solutions to problems. 
 
It is in explicating the benefits of collaboration as outlined by Hargreaves that I 
would posit that there are indeed benefits for teachers to be gleamed from 
working in collaborative groups. My argument is somewhat supported by other 
researchers reporting on the benefits of collaboration. Buzbee Little (2005:84) 
argues that teachers who share aspects of teaching, plan collectively and pool 
experiences tend to practice new skills and strategies more frequently and more 
successfully than those who work alone. Furthermore, York-Barr et al., 
(2007:317) claim that collaboration leads to more flexible and creative use of 
instructional time to the advantage of learners; learning more about individual 
learners strengths and learning needs; increased reflection on individual and 
collective teaching practices; more learning with and from colleagues about 
teaching; increased collective effectiveness resulting in greater effectiveness with 
a variety of learners; decreased feelings of isolation, increased support and 
feeling valued by colleagues; having more energy and deriving greater 
enjoyment from teaching as consequences of working collaboratively. 
 
In addition, I would argue that Drago-Severson’s (2006:62) use of the concept of 
teaming is comparable to that of collaboration, as it promotes personal and 
organisational learning via adult interaction. She argues that working in 
collaborative teams can open communication, thereby decreasing feelings of 
isolation, enable communities to share leadership and enhance the 
implementation of change. Working collaboratively can also provide a safe place 
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for adults to challenge each other’s thinking by providing a context for sharing 
ideas and beliefs, opportunities for understanding the thinking and assumptions 
of themselves and others and  space to experiment and grow with one’s own 
thinking. I therefore contend that working collaboratively can enable teachers to 
question their own and others philosophies of teaching, consider more carefully 
the way curriculum is implemented and then develop and grow as a result of 
exposure to new and diverse perspectives formulated in communities of practice 
via collegial inquiry. By collegial inquiry I mean listening to and learning from 
others, thereby developing more complex understanding and perspectives of 
teaching as an activity. Ultimately thinking, talking and working collaboratively 
encourages self-analysis, development and decision making about key teaching 
issues (Drago-Severson 2006:63).  
 
2.2.3 Knowledge creation and learning in a community of practice 
 
If teachers are to work effectively in collaborative groups by being inclined to 
engage in self analysis, professional and personal development opportunities 
and decision making, as a result of thinking, talking and working together about 
the varied tasks of their teaching; then I believe a discussion of how knowledge is 
created in a collaborative setting becomes relevant. In fact I argue that teachers 
should be aware of how knowledge is created in a collaborative environment in 
order to further enhance the viability of using a CTS as a means of improving the 
performance of teachers in the workplace. Further, it is important for teachers 
working in the CTS to be aware of how they themselves and others are likely to 
approach and experience learning with and from each other; so that participants 
can provide support and guidance to each other.   
 
According to Kegan (cited in Drago-Severson 2006:59) knowledge has two 
dimensions, the tacit dealing with know-how and the explicit dealing with 
concepts or know-whats. Tacit knowledge manifests in skills and work practices 
and is best characterised by action or activity. It follows that tacit knowledge is 
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about doing things with others and the world around us; that it can consequently 
be distributed between people and over time, emerges as shared understanding. 
I contend that this means that learning about teaching, is something different to 
learning to be a teacher. Learning to be a teacher requires exposure to the 
nuances of the profession situated in a community of practice, where interplay 
between explicit and tacit knowledge is possible. Real expertise is a 
consequence of using explicit knowledge as a conceptual tool for inquiry into tacit 
knowledge, which then manifests in best practice. In other words theoretical 
knowledge about teaching is used to uncover, determine and adapt best practice 
for teaching. I believe that learning to be something is more likely to occur in 
situated learning environments where individuals are enculturated into the habits, 
interpretations and actions of a particular community of practice; in this case 
teaching. To back this claim I draw on Jerome Bruner’s (1966) notion of 
enculturation as learning to be, which postulates the marriage of tacit and explicit 
knowledge as a necessary condition for full membership of a particular activity, in 
this case the profession of teaching. Learning to be is the juncture between the 
conceptual knowledge of a profession and the genre of the profession. I argue 
that teachers working together will come to know more than the theoretical 
aspects of teaching learnt in university classrooms, as a consequence of 
participation, sharing and interaction with others and the world around them in a 
community of practice such as the CTS. They will be learning to be teachers, 
each individual in their own way, yet sharing knowledge in the situated context of 
the school. 
 
I feel it is necessary to understand the different ways in which teachers will learn 
whilst working in collaborative groups as this will influence how successful the 
process of collaboration will be in terms of supporting teachers in learning to be, 
in the parlance of Jerome Bruner. Individuals learning in communities of practice 
come to know in different ways, as each has their own developmental needs and 
style of learning; this holds true for teachers working in collaboration as well. The 
implication of this is that individual teachers working in the context of the CTS will 
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require different types of support for their learning. Drago-Severson (2006:59) 
discusses three ways of knowing based on the constructive developmental 
theory developed by Robert Kegan (1982), a professor of education at Harvard. 
Kegan’s theory proposes first that we all make meaning of our experiences in 
different ways. Second, that the ways in which we make meaning become more 
complex over time and that “holding environments” either enhance or inhibit our 
emotional and intellectual growth (Drago-Severson 2006:62). How teachers 
perceive their role as a teacher, what they believe constitutes a good teacher and 
what type of support is considered necessary for their development and growth 
describes a teacher’s way of knowing about their work. Kegan (cited in Drago-
Severson 2006:63) maintains that there are three ways of knowing, namely 
“Instrumental, Socialising and Self-authoring”. Neither of the ways of knowing is 
better than the other. Individuals may make use of different ways in different 
contexts and individual personalities, characteristics and cultural contexts may 
influence which particular way of knowing is dominant in a learning situation. I 
believe that teachers working in collaborative groups must be made aware of the 
different types of knowing proposed by Kegan, as it will place teachers and 
managers in a better position to understand how best they themselves and 
others in the group will learn and what support each individual will require to 
learn most effectively.  
 
According to Kegan, the instrumental knower is pragmatic, perceiving others as 
being able to assist with overcoming obstacles to meeting personal needs. An 
instrumental knower is rule-orientated and functions best in goal directed 
situations where they know what is expected of them. Rules, guidelines and 
protocols enable them to participate effectively in group activities. The 
implications for work in the context of the school, is that such individuals will best 
be supported by setting goals and providing steps to achieving them. The 
instrumental knower needs to be encouraged to understand the perspectives of 
others.  
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The second type of knower has enhanced capacity for reflection. Socialising 
knowers have the ability to consider the needs of others and think abstractly. 
Being valued by others and gaining acceptance from authorities is important to 
the socialising knower. Interpersonal conflict is perceived as a threat to these 
individuals. When working in collaborative groups like in the instance of the CTS 
socialising knowers need to be assisted with developing a voice and clarifying 
their own beliefs, values and standards so that they are positioned to express 
their own opinions without feeling threatened. 
 
The third knower is the self-authoring individual, who is able to formulate their 
own beliefs, values and standards. This knower prefers their own perspective 
and approach to that of others. The self-authoring knower needs to be assisted 
to be less caught up with their own views and beliefs and more open to the views 
of others, especially when working in groups and collaborating about work 
(Drago-Severson 2006:61).  
 
Those learning in collaborative working environments will learn in different ways. 
Clearly being aware of and catering for diversity in terms of learning styles within 
collaborative groups is likely to present some challenges along with others, which 
will be the topic of discussion in the next section. 
 
2.2.4 The challenges of working in communities of practice 
 
Most of the concerns about collaboration are related to issues of implementation. 
Concerns focus largely on the lack of available time for teachers to meet about 
their work, as well as the unfamiliarity of the collegial role for many teachers. I 
contend that this unfamiliarity is grounded in deficient understandings of what it 
means to collaborate or be collegial. Hargreaves (1994:188) maintains that the 
actual meaning of the terms collaboration and collegiality are numerous. In the 
formal sense they are variously used to refer to team teaching, collaborative 
planning, peer coaching, mentoring, and collaborative action learning, while in 
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the informal sense they can refer to staffroom discussion, corridor talk and similar 
ad hoc discussions about the many aspects of teaching. Further, most of the 
discussion and advocacy about collaboration and collegiality is grounded within a 
cultural perspective of human relationships, discounting the micro-political 
environments in which collaboration and collegiality occur. The discussion in this 
section will be framed by the issues mentioned above. 
 
My experience as a teacher and school manager over a period of 28 years leads 
me to conclude that informal collaboration and collegiality in forms such as story-
telling, sharing ideas and resources and seeking or providing advice and support 
are not deemed to be threats to teachers’ professional independence, as they 
usually occur outside of the classroom and leave the perception of control over 
individuals’ teaching practice intact. On the other hand working closely together 
in more formal collaboration requires interdependence, compromise and 
adjustment at the level of practice. Herein lays the devil of collaboration and 
collegiality, for when working closely together is a prerequisite for teachers, 
claims of conflicting conceptions of practice, restrictions on creativity and lack of 
time are sure to arise. It is possible that some teachers working with the CTS will 
feel restricted by the contrived nature of the collaborative groups; and will be 
unable to express their individual creativity, as they feel pressured to follow the 
consensus decisions made by the group.  
 
In addition to the constraints of time, working in collaborative groups exposes the 
personal feelings and experiences of teachers. Hargreaves (1994:247) cautions 
that some forms of collaboration can be detrimental to the quest for improving 
teacher performance. When working in communities of practice teachers give up 
some of their autonomy to work collaboratively with other teachers. In so doing 
they expose themselves and their teaching to colleagues and engage in 
experimentation in terms of how and what they teach. While this type of 
collaboration has potential for raising the expectations of management and 
teachers in terms of improving the quality of teaching, it requires amongst other 
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factors, a time sacrifice especially in the initial stages, mutual respect between 
collaborators, hard work, negotiating skills, punctuality, tactfulness and good 
communication in order to be successful (McDaniel & Colarulli, 1997:28).  
 
I believe that an emotional and professional investment is required of teachers to 
collaborate effectively, thus it can be expected that not all individuals will be 
willing or able to participate fully and comprehensively in collaborative work. 
Herein lays the danger of teachers engaging in comfortable, complacent 
collaboration confined to safe and uncontroversial aspects of their work. This 
kind of collaboration consolidates rather than challenges existing practice.  
 
Working collaboratively can also pressure teachers to conform, when individual 
creativity is sacrificed for group consensus. While I argue that there is a 
reasonable expectation that teachers working in the same grade and learning 
area should work together to share good practice in the interests of providing 
equal quality of teaching to all their learners, in reality some teachers like to add 
the personal touch to their teaching and jealously guard this aspect of what they 
perceive as their professionalism.  I believe there is a danger that managerially 
initiated collaboration such as the CTS may in fact stifle some teachers’ desire to 
collaborate with each other, turning it into an unproductive and wasteful use of 
teachers’ time and energy. My experience as a school manager leads me to 
argue that teachers must buy into the perceived benefits of collaborative work, 
both from a professional and personal viewpoint for any collaborative efforts, be 
they contrived or not; to be successful in improving professional competencies in 
teachers.  
 
York-Barr et al., (2007:318) reported several challenges that emerged during 
their study, in contrast to the claimed successes of collaborative teaching. 
Teachers experienced a loss of instructional and decision making autonomy. The 
demand for effective communication between collaborating teachers increased. 
Feelings of insecurity were experienced by some teachers. As they were moved 
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out of their “four wall mentality” their teaching became public and some conflict 
emerged as a result of differing beliefs and orientations about teaching and 
professional practice. However in spite of these challenges teachers viewed 
instructional collaboration as a way for teachers to be supported and as a vehicle 
for professional development. 
 
I argue that any discussion of the challenges of working in collaborative groups 
will be incomplete without an examination of micro-political perspectives. By 
micro-political perspectives I mean the differences, disagreements and conflicts 
that exist in all organisations and which often reflect the culture of the 
organisation.  While the cultural perspective is pervasive in the literature dealing 
with staff cultures in schools and school systems; it can be presumed that all 
organisations have a shared culture and a common set of values, norms, beliefs 
and habits. This view tends to discount the idea that organisations without a 
culture of sharing may also exist. In addition no importance is ascribed to the 
notion that differences, disagreements and conflicts which arise, may significantly 
affect the culture of an organisation (Hargreaves 1994:189).  
 
In order to fully appreciate the potentially negative impact of conflicts and 
disagreements on collaborative work, it is necessary to understand that from the 
micro-political perspective the emphasis is on difference rather than similarity 
between groups or individuals in a school. Where the cultural perspective is 
about consensus building and largely benevolent skilled management and 
leadership, the micro-political perspective is about power and control over the 
organisation and the people who work in it (Hargreaves 1994:190). Clearly from 
a micro-political perspective, collegiality and collaboration may not be viable 
processes for school improvement or professional development as in the case of 
the CTS, if difference, conflict and disagreement are pervasive in the school. 
 
The micro-political perspective on human relationships in schools is not 
particularly well documented. In the context of the micro-political perspective, 
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groups within the school may work against each other in efforts to assert power 
and control over individuals or other groups. For example in the South African 
public school system we have seen instances of principals and teachers being 
intimidated and at times forcibly prevented from performing their duties at school 
by groups operating from within the particular school, as in the case of the 
principal of Bedfordview High reported in The Star newspaper in September 
2009. In this instance attempts to have the principal removed from office, appear 
to be less about his professional competence or a desire to improve the school, 
but more about teacher union dominance and the personal advancement of 
some individuals working in that particular school.  
 
In terms of a micro-political perspective, I further argue that teachers’ perceptions 
of their professional autonomy may be an impediment to collaborative work in the 
context of the CTS. An alternative view of how the micro-political perspective 
operates in relation to collaboration leads one to question the legitimacy of 
coercing teachers to work collaboratively when they may prefer to work alone. 
Hargreaves (1994:191) argues that in some instances teachers plan better when 
working alone and should have the right to do so. The literature does not mention 
how other aspects of teaching practice such as lesson presentation and 
assessment may be affected. What is noteworthy in terms of the micro-political 
perspective is the suggestion that management advocated collaboration and 
collegiality or as Hargreaves (1994:191) puts it, “contrived collegiality” may 
restrain the richness, spontaneity and unpredictability of less structured and 
controlled forms of collaboration and collegiality. The question that then begs to 
be asked is under what circumstances teachers will feel able and willing to 
participate in collaborative work.  
 
York-Barr et al., (2007:317) identify five key attributing factors to the participation 
of teachers in collaborative work. First that teachers experienced dissonance in 
terms of teaching and learning support being provided to learners. Second, that 
an administrative mandate for collaboration exits and that enabling resources like 
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time for teachers to meet and technology to improve presentation of lessons is 
provided. Third, small classes made the impact of collaborative teaching 
stronger. Fourth, collaborative planning in small teaching units (in the South 
African context this could refer to a grade or learning area) is more productive. 
Fifth, the formulation of multiple and varied instructional models derived from 
collaborative planning for teaching created motivation for teachers to participate 
more readily. 
 
The literature is silent on how likely teachers are to engage in collaboration or 
collegiality of their own accord. My extensive experience as a teacher and school 
manager leads me to believe me that in some instances collaboration does occur 
spontaneously, but that spontaneous collaboration is likely to be sporadic and 
initiated only when specific needs are felt by some teachers in terms of their 
varied work related tasks. An obvious disadvantage of spontaneous collaboration 
is that it cannot improve the classroom performance of those teachers who do 
not engage in collaboration with colleagues. In addition the reality of poorly 
trained teachers in South African schools, questions the validity of collaborative 
activities between teachers who are ill equipped for the task of teaching 
effectively. In the context of the CTS a management instigated, structured and 
administrative framework is used in an attempt to ensure the participation of all 
teachers and consequently to exercise a measure of control over the outcomes 
of teachers working together in groups. 
 
2.2.5 Spontaneous versus contrived collaborative cultures 
 
Hargreaves (1994:192) differentiates between two forms of collaborative and 
collegial teacher cultures. In the context of this study I draw on the concept of 
spontaneous as compared to contrived collaborative cultures as a framework for 
discussing the suitability of each culture, as an organising structure for the CTS.   
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In the first instance there are collaborative working relationships that arise 
spontaneously, as groups of teachers discuss the various tasks related to 
teaching, informally as part of social relationships. A slight variation to this 
spontaneous culture of collaboration is one that is supported by school 
administrations, by simply making time available for teachers to interact in a 
collegial manner.  Collaborative interaction in this instance is voluntary; often 
arising out of a need or desire to work productively and enjoyably with others 
about teaching related issues. Relationships in the context of this type of 
collaborative or collegial culture are usually development orientated. 
Relationships may be initiated to work on the personal initiatives of teachers or 
officially mandated tasks. However in both instances the collaborative 
relationships are initiated to deal with change, either individual to a particular 
teacher or in the context of the school. Spontaneous collaborative relationships 
have an open ended time span of existence and may occur intermittently 
whenever a need or desire is experienced by participating teachers. While I 
acknowledge the existence and value of a spontaneous collaborative culture, I 
argue that in the context of this research, it simply will not meet the needs of the 
school’s CTS, purely because it is voluntary and open ended in terms of what 
teachers will collaborate about, while the CTS seeks to direct collaborative efforts 
towards predetermined items aimed at the improvement of teaching 
performance.   
 
I contend that the notion of collaborating about work at a fixed time and in a 
particular space may increase the predictability of the intended outcomes of such 
administratively initiated collaborative interactions. In the context of this research 
the desired outcomes of the CTS impacts on the type of collaboration that needs 
to occur between teachers. Teachers working collaboratively are tasked with how 
best to prepare, present, assess and evaluate the curriculum. Hargreaves 
(1994:195) refers to this type of collaboration as “contrived collegiality”. He 
argues that when collaboration occurs only when required by management, it is 
tantamount to securing cooperation amongst teachers by contrivance; hence the 
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term contrived collegiality.  Contrived collegiality will in all likelihood be 
administratively initiated by department officials such as school principals and 
requires teachers to meet and work together, often on a predetermined task. The 
CTS is a good fit in terms of Hargreaves’ (1994:180) description of contrived 
collegiality. Critique of contrived collegiality cites a loss of individuality and room 
to work in solitude as fundamentally problematic for some teachers. Teachers 
who like to be creative and in so doing add a personal touch to their teaching 
style, as well as those who plan more effectively on their own are not always 
allowed space to do so in a contrived collaborative situation. Contrived 
collaboration requires teachers to implement the mandates of the education 
department or more directly the principal of the school in the context of this 
research. Such mandates include things like planning together for teaching, 
producing quarterly statistics and progression schedules of learners’ academic 
performance and so on. 
 
In spite of the critique of contrived collaboration, my experience as a teacher and 
school manager leads me to argue that it is more advantageous to have some 
measure of control over the outcomes of collaboration, especially if the 
collaboration is goal directed as in the case of the CTS. This is not to say that 
spontaneous collaboration should not be encouraged and supported by school 
managers, as this too can contribute towards the establishment of a working 
environment characterised by sharing and mutual support amongst teachers. 
Perhaps the ideal situation calls for a balance between contrived and 
spontaneous collaboration. For example, contrived collaboration could be 
initiated by management when specific tasks like planning for the implementation 
of the Foundations for Learning Programme in the school arise, while 
spontaneous collaboration can be used by individual teachers who may 
experience a specific need for support. Of course the latter form of collaboration 
assumes that an environment conducive to sharing ideas and engaging in 
collegiality exists in the school.  
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2.2.6 Interrelated concepts and theories 
 
Besides the concepts of spontaneous and contrived collaboration within 
communities of practice, there are many other interrelated concepts and theories. 
Labels such as mentoring, peer coaching, professional learning groups, teaming, 
action learning and adult learning to name but a few, all resonate with the theory 
of communities of practice and the terms are therefore often used 
interchangeably in the literature. I argue that although each of the labels and 
terms used to describe collaboration in a community of practice has 
distinguishing features, they all have in common the goal of adult learning and 
development. As teachers working in the CTS are from time to time likely to be 
exposed to and engaged in various types of collaboration such as mentoring, 
peer coaching, Professional Learning Groups (PLG’s), and action learning; I will 
briefly discuss some of the characteristics of these terms and labels. 
 
By mentoring I mean pairing novice and experienced teachers or those with 
specialist knowledge and expertise or several teachers working together to 
broaden perspectives; examine assumptions and share expertise. I am of the 
opinion that mentoring is relatively common in schools, but is largely 
spontaneously initiated or used as an orientation strategy for new and 
inexperienced teachers.  
 
The notion of teachers collaborating about their work also resonates with the 
concept of peer coaching. Murray, Ma and Mazur (2008:205) argue that a 
process where teachers work collaboratively to solve problems and answer 
questions pertaining to implementation of innovations also fits into the definition 
of peer coaching. They further suggest that any programme that is non-
evaluative based on observation and feedback and is intended to improve 
instructional strategies and techniques can be categorised as peer coaching. In 
addition they contend that where improvement in knowledge, skill and transfer of 
new understanding to classroom practice is the objective, which resonates with 
the goals of the CTS, then peer coaching is relevant as a means of professional 
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development.  Regrettably most claims about the effectiveness of peer coaching 
appear to be anecdotal of nature, with little empirical evidence to support 
especially the claimed link between peer coaching and improvements in student 
learning outcomes (Murray, et al., 2008:205). 
 
On the other hand, professional learning groups can be described as small 
groups of teachers with common goals for improving practice, who meet regularly 
with no reliance on outside expertise or management direction and manage their 
own processes in this context. Kajander and Mason (2007:418) argue that 
professional learning groups offer an alternative to professional development. 
The professional learning group process does place considerable reliance on 
teachers communicating effectively about the group’s goals and requires 
continuous negotiation about how the group intends achieving the goals. 
Professional learning groups are more likely to be sensitive to local conditions 
and existing levels of teacher knowledge than traditional in-service, workshop or 
seminar type training. The success of a PLG is highly dependent on the choices 
and participation of the participants, as in the case of the CTS. 
 
Whatever the type of collaborative relationship or collaborative culture we wish to 
refer to, some manifest amongst people engaged in activities relating to their 
work responsibilities.  All collaborative relationships including those emerging 
from working in communities of practice in a school context are subject to the 
social intricacies and dynamics of workplace learning. 
 
2.3 Communities of practice and the dynamics of workplace learning 
 
 
2.3.1 Social interaction and individual dispositions to workplace learning 
 
I claim that it is erroneous to assume that each teacher working in a community 
of practice has a similar goal, vision or expectation regarding the fruits of their 
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collaborative efforts. I argue that the subjective view of teachers, who collaborate 
about their work, will reflect their experiences, feelings and social constructs in 
context. 
 
According to Billett (2004:109) there is often duality. By duality I mean difference 
in the learning opportunities offered by the workplace and how individuals decide 
to engage with what the workplace offers. Workplace learning is therefore often 
an arena of contestation between individuals and is negotiated as a result of the 
different perceptions of individuals and relationships of power at play in the 
workplace (Billet, 2004:116). Consequently the teachers participating in the CTS 
will in all likelihood respond to the learning opportunities on offer in different 
ways. The type, level and intensity of individual teachers’ participation in the CTS 
can be referred to as the individuals’ agency. The concept of agency will be 
discussed in more detail in the next section. However, what is clear is that 
working in communities of practice obviously requires social interaction between 
members of the collaborating group and the influence of micro-political 
perspectives on these social interactions should not be discounted. 
 
 Besides individual responses to workplace learning opportunities like the CTS, 
there are also circumstances created in and by organisations like schools that 
determine individual reactions to learning opportunities. Fuller and Unwin 
(2004:140) describe workplace learning as falling on a continuum ranging from 
an expansive or supportive workplace environment to one that is restrictive or 
unsupportive of workplace learning. Workplace learning can therefore be shaped 
by the way learning is supported or inhibited in context. In the case of the CTS it 
is assumed that workplace learning is weighted towards the expansive side of 
Fuller and Unwin’s continuum. However how teachers choose to engage with 
workplace learning opportunities in their collaborative groups is an unknown 
factor of significant importance to the success of any such initiative in a school 
context. 
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2.3.2  Individual and organisational agency 
 
The agency of teachers working collaboratively is socially constructed which 
implies that determining how workplace collaboration is perceived through each 
teacher’s perception of workplace collaboration is filtered through their personal 
ontology and personal histories. These socially constructed identities and 
subjectivities make each individual’s manner of understanding, knowing and 
engaging with learning unique to self. Knowing will therefore always be 
negotiated between workplace norms and practices and secondly by individual 
subjectivities and identities. Individuals will use these identities and subjectivities 
to resist, circumvent or participate in workplace learning to varying degrees 
(Billett 2004:117). So to in the context of work in the CTS, one must expect 
differing levels of agency exhibited by individual teachers. 
 
According to Billett (2004:115), worksites are the primary source of knowledge 
required to perform work, therefore they are often sites of contestation between 
individuals who wish to gain access to knowledge and those who wish to restrict 
access to the knowledge. The accessibility, nature and mode of transfer of 
learning opportunities will determine how individuals decide to engage in 
workplace learning. What knowledge is available to who is a clear indicator of the 
power relationships present in a workplace. Access to knowledge is differentially 
allocated, contested by workers on the same level and between different 
hierarchical levels in the workplace and may be used to limit, extend or maintain 
control over outputs in the workplace. The notion of differentially allocated access 
to knowledge is central to the quality of individual engagement in learning 
opportunities in the workplace. In the case of the CTS one might expect to 
experience differentially allocated access to knowledge based on variations in 
teachers’ experience, qualifications and post levels. There is no doubt that 
collaborative work instituted as a standard work procedure as in the instance of 
the CTS will not be immune to the influence of individuals’ agency and in addition 
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what Fuller and Unwin (2004:133) describe as the learning territory in the work 
place. 
 
I argue that in a contrived collaborative working environment such as the CTS 
the overall learning territory will be weighted towards the expansive side of the 
expansive, restrictive continuum discussed earlier in this section. The notion of 
an overall learning territory can also be used to describe the character and scope 
of individual opportunities to learn; framed by personal perceptions and how 
individuals make engagement decisions relevant to learning opportunities. The 
concept of an expansive or restrictive workplace learning environment influences 
the overall learning territory as they will either support or restrict learning 
opportunities. An expansive learning environment will enhance an individual’s 
learning territory, “…by providing access to new learning regions which become 
part of and enlarge each person’s overall learning territory.” (Fuller & Unwin 
2004:141). The more expansive this learning territory, the more opportunities are 
created for personal development and learning to be for teachers working in the 
context of this research.  
 
2.3.3 Collaborative working as a socio-cognitive activity 
 
As discussed in the first section of this chapter, learning in a community of 
practice is both a social and a cognitive activity. As such it can be argued that 
certain individual social dispositions will be more suited to collaborative work than 
others. York-Barr et al., (2007:319) identified a number of characteristics they 
believe to be important for members of collaborative teams working in a school 
context. Firstly, teachers who were learner centered, cared about the academic, 
social and emotional development of learners and were not necessarily more 
concerned about their own status or position, were easier to work with in 
collaborative groups. Such teachers tended to share and contribute more during 
collaborative interactions. Secondly, teachers who are competent and 
knowledgeable in terms of curriculum, instruction, assessment and classroom 
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management, usually feel more secure, are more open to sharing and are more 
prepared to consider change. Thirdly, those who demonstrated high levels of 
professionalism, respect for others and trust were more effective in collaborative 
interactions. Finally, teachers who were prepared to be flexible and were nice 
people with a passion for learning were good members of collaborative groups. If 
one uses these characteristics as a yardstick for an individual’s potential for 
successful participation in collaborative work, then it is clear that not all teachers 
are going to work effectively in collaborative groups. This has implications for the 
effectiveness of the CTS, which forms the basis of this research project. 
 
If teachers are to fully recognise the benefits of collaborative work the implication 
is that they must understand learning as a socially mediated activity and must be 
willing and able to reflect on their own beliefs, attitudes and experiences brought 
to the teaching and learning dynamic.  In the context of communities of practice, 
socially mediated learning is about changing the way teachers interact with each 
other about their work, through shared experience and critical reflection. I argue 
that an important outcome of working in the CTS will be that teachers will learn 
from and with each other about the various tasks of teaching. I believe that 
learning in a community of practice such as the CTS has the potential to change 
the way teachers work, as they experience, critically reflect and develop through 
interaction with each other about teaching. 
 
Learning through collegial activity as envisaged in the CTS depends heavily on a 
favourable individual disposition towards such interaction. Individual dispositions 
towards learning are influenced negatively or positively by the nature of the 
school as an entity, by socio-cultural factors such as parents, learners and 
teachers, by school management, by department officials and the broader 
community, each group contributing not only to the rules and regulations that 
govern the activities of the school, but also to the construction of accepted social 
practice and knowledge deemed important in the context of the school. The 
factors mentioned will have an effect on the individual teacher’s disposition to 
Chapter 2 – Literature review                                                                              38 
 
learning. In addition, what Billet (2004:112) describes as an individuals’ agency is 
in turn framed by personal social background, prior experience and perceptions. 
Hence each individual will exhibit agency towards workplace learning at a 
different level intended to protect their personal interests and workplace position, 
by engaging either in strategic compliance, resistance or full participation. In 
other words the personal experiences and perceptions of the individual teacher 
will affect how they are likely to respond to working in the CTS.    
 
Working in collaboration with others is a fertile ground for conflict. Individuals 
need to compromise, be willing to share power and responsibility, while being 
open to the ideas and teaching styles of colleagues. In the minds of some 
teachers this is likely to be perceived as a loss of autonomy or as Hargreaves 
(1994:165) prefers to call it individualism. McDaniel and Colarulli (1997:27) 
maintain that collaboration requires teachers to be responsible to each other for 
planning, presentation, evaluation and assessment of teaching and learning, 
where previously they largely planned in their own time and in their own way, 
with very little input from colleagues. Under circumstances of contrived 
collaboration a loss of autonomy or of individualism may be problematic for some 
teachers. While a perceived loss of autonomy may be a consequence of working 
in collaborative groups, the possibility of enhancing learning opportunities not 
only for teachers, but also for the school is in my opinion worth the sacrifice. 
 
2.4 Individual and organisational learning as a consequence of 
working in collaborative groups 
 
 
2.4.1 Professional growth and development 
 
As discussed earlier in this chapter, concepts and labels like peer coaching, 
mentoring, professional learning groups, teaming and action learning are often 
used as learning strategies within communities of practice. These approaches all 
provide a framework able to support a move to more teacher centered rather 
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than expert centered forms of professional growth and development. I argue that 
intentional strategies such as the CTS, designed to question, reflect on and 
improve on teaching experiences, provide appropriate opportunities for 
development and growth of individuals and indeed the organisations where 
individuals work. Further, I maintain that teacher development resulting from 
collaborative work is likely to have a positive influence on school improvement 
strategies. To substantiate my claim that working in the CTS creates an 
environment conducive to professional and personal development for teachers, I 
first refer to Hargreaves (1994:186) who maintains that collaboration and what he 
terms collegiality are widely accepted practices for professional development and 
then Kajander and Mason (2007:418), who document the ineffectiveness of 
traditional professional development methods. Kajander and Mason (2007) argue 
that in-service training tends to be fragmented, intellectually superficial and 
ignores what is known about the way teachers’ and other adults learn as 
discussed earlier in this chapter.  
  
Meaningful professional development can only occur in context. Many so called 
professional development programmes fail precisely because they do not take 
into consideration the context in which the newly acquired knowledge and skills 
will need to be implemented. Rogan (2004) proposes four levels of 
implementation to describe professional development programmes. Level 1 
describes typical one shot workshops, so endemic in the provincial departments 
of basic education in the South African public school context, where policy 
information is provided and implementation is left to school based personnel. 
Level 2 describes the presentation of “new” practices in simulated situations to 
school based personnel, typically consisting of a series of workshops. Level 3 
describes professional development designed by school based personnel for 
implementation of new practices they decide on and may be achieved through a 
combination of internal and external in - service training over an extended period 
of time. Level 4 describes ongoing communities of practice who take full 
responsibility for their own school based continuous professional development 
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(Rogan 2004:35). I argue that structured collaborative work in the context of this 
research falls into the category of level 4 professional development, as it occurs 
in context and is therefore not only desirable, but more likely to be effective.  
 
Simply put, the collective effect of individuals engaging in professional and 
personal development and growth is deemed to create a fertile environment for 
the creation of learning organisations. Consequently communities of practice are 
increasingly being recognised by organisations as a viable means of improving 
employee performance and as a consequence organisational performance.  
 
2.4.2 Learning organisations 
 
 
The Harvard Business Review (1991:20 in Moloi 2001:2) sees a learning 
organisation as a group of people learning from the experience and best practice 
of others. I believe this description of a learning organisation sits well with the 
school in the context of this research project.  While the concept of a school as a 
learning organisation is not the focus of this research or that of the CTS, I argue 
that it may well be a beneficial consequence of teachers working together in 
communities of practice within the confines of a particular school. 
 
In the context of school improvement strategies, the learning of teachers must be 
taken as seriously as the learning of learners so that the school becomes a place 
where adults as well as children can and do grow. The creation of productive and 
supportive relationships between teachers such as in the case of the CTS, for the 
purpose of improving the delivery of curriculum is, I argue, a prerequisite for a 
school to be classed as a learning organisation. I have utilised the work of Moloi 
(2002) on reconceptualising school practices in South Africa to support my view. 
Moloi (2002:20) argues that for schools to become learning organisations they 
must, amongst other factors, encourage collaborative and enabling learning 
environments, align educational processes, procedures and goals and recognise 
individual and collective talent. I am of the opinion that the CTS can support an 
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environment for learning and continuing openness to new ideas (Appelbaum & 
Batt, 1994 in Moloi 2002:20). I say this because the CTS intentionally seeks to 
align and direct the learning processes at the level of the individual teacher and 
at the level of the school grade or learning area, towards the improvement of 
teachers’ performance in the classroom and by implication the performance of 
learners who can benefit from their improved teaching (Moloi 2002:24). 
 
To further strengthen my argument that the CTS is likely to create a learning 
organisation in a particular school, I refer to Moloi (2002:21) who contends that to 
create a learning organisation, learning must be facilitated at four levels namely; 
the individual, the team, the organisation and society and Drago-Severson 
(2006:61) who cites the presence of the “four pillar practices for growth” as 
necessary for a school to become a learning community. I contend that the 
“pillars” are evident in the CTS. The first pillar is the practice of teaming teachers 
to promote personal and organisational learning through collaboration. The first 
pillar facilitates individual and team learning and as the CTS is an initiative of 
school management at organisational level. Teaming is important as 
collaborative groups can decrease feelings of isolation experienced by some 
teachers, facilitate open communication, lead to shared leadership 
responsibilities and enhance the implementation of change. Collaborating groups 
also provide a safe place for teachers to challenge one another’s thinking and 
create opportunities for understanding their own and other teachers’ thinking and 
assumptions.  
 
The second pillar consists of providing teachers with opportunities to assume 
leadership roles in order to allow for power sharing and collective decision 
making, as they work towards building relationships, improving practice and 
promoting change. The third pillar engages faculties in collegial enquiry to 
provide opportunities for teachers to listen to and learn from each other. This is 
important, as shared dialogue and reflection on one’s own assumptions and 
values is part of the adult learning process. The fourth pillar deals with 
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establishing mentoring relationships as a support structure for individual or group 
development and growth. Mentoring also allows teachers to explore their own 
thinking and contradictions and in so doing experience self development.  
 
Moloi (2002:87) describes collaboration as labouring together and working with 
others in a joint intellectual endeavour, which resonates with the methodology of 
the CTS. She goes on to claim that the competitive edge of any organisation lies 
in its ability to harness the collective skill, experience and knowledge of the 
individuals working in the organisation. In the context of this research, this entails 
harnessing the collective implicit and explicit knowledge of teachers and directing 
it towards improving the performance of the school. Implied in this is the notion 
that the collaborative efforts of teachers will impact on the performance of 
learners which is, after all, the core business of schools. 
 
Moloi (2002:9) describes a learning organisation as one that learns constantly, 
transforms itself and is able to deal proactively with change. I argue that teachers 
working in a South African school and collaborating in communities of practice 
are more able to ensure constant learning and will be more enabled to deal with 
the myriad of challenges and change which I discussed in Chapter 1 of this 
report. In addition I assume that there will be some positive affect on learner 
performance as a consequence of teachers collaborating about their work. 
 
2.5 Summation 
 
 
I have argued in this literature review that the quality of teaching of individual 
teachers can be improved by creating an environment where teachers can work 
on the various tasks of teaching in communities of practice. I have agreed with 
the notion that working collaboratively is a suitable meta-paradigm for teachers to 
use as a coping mechanism for dealing with the constantly changing and 
challenging nature of teaching in the post modern age. In addition I argued that 
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professional and moral support for teachers can be a feature of working in 
collaborative groups. That amongst others the benefits of working collaboratively 
includes increased efficiency, diversification of teaching strategies and an 
improvement in how teachers perceive themselves in terms of their role in the 
task of teaching. I have also argued that learning to be a teacher requires one to 
combine explicit conceptual knowledge with tacit knowledge of the profession 
and that teachers need to have a working knowledge of how they themselves are 
likely to learn from and with each other whilst working together in a community of 
practice. 
 
I have acknowledged the problems associated with working in collaborative 
groups, with the personal and organisational peculiarities of learning 
environments in the workplace. Collaboration has many forms and labels; it can 
be informal or formal of nature, can develop spontaneously or be contrived or 
structured by managers. Each of these factors regarding collaboration influences 
how individuals react to and are likely to participate in activities related to 
learning at work, in the context of this research and the CTS. The threat posed 
by the micro-political perspective, where the emphasis is on difference, 
disagreement and conflict, as apposed to consensus building in the work place is 
recognised as a significant factor militating against the success of collaborative 
work. Power and personal politics will be played out in the workplace, thus 
influencing the success of collaboration. Consequently, I have argued that 
alignment between the interests of individuals’ and the objectives of the 
workplace is central to success with collaboration at work. I am of the opinion 
that much of the literature espousing the benefits of working in communities of 
practice does not sufficiently account for the potentially negative influence of 
individual biographies, dispositions or approaches to workplace learning.  
Learning is often therefore a complex and reflexive relationship between 
communities of practice, individual dispositions to learning, inequalities in 
position and individual ability (Hodkinson & Hodkinson 2004:180).  
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Finally, I have maintained that working in collaborative groups can create 
opportunities for the professional growth and development of individuals, which 
can in turn create an environment where a school becomes a learning 
community, able to deal with change proactively, meet the challenges of the post 
modern age head on and transform individuals and entities when required.
Chapter 3 – Research design and methodology                                                  45 
 
CHAPTER 3 
 
RESEARCH DESIGN AND METHODOLOGY 
 
3.1 Introduction 
 
 
When deciding on a research design and methodology a researcher is guided by 
the nature of the research problem to be investigated.  Research design and 
methodological decisions require the researcher to formulate the best approach 
with which to accurately address the research question. In this chapter, I will 
motivate for decisions made about the research design and research 
methodology used, by first providing a brief outline of the aim of the research 
project. Then I will provide a detailed explanation of the interpretivist research 
paradigm within which this study is conducted and discuss my reasons for 
choosing a particular design, namely a generic qualitative research design. Next, 
I will discuss how I selected my sample of participants. Thereafter, I will explain 
what measures were taken to ensure validity and reliability and the ethical 
considerations taken during the research project. The chapter is concluded with a 
discussion of the type of data collection methods used and why I chose to use 
them.  
 
3.2 Aim  
 
 
The aim of the inquiry was to explore the experiences of teachers who participate 
in a strategy to encourage collaborative working as encapsulated in the of CTS, 
by specifically looking at how they view  the effects of collaborative planning; 
collaborative teaching or presentation of lessons; collaborative assessment of 
their work and that of learners; the possibility of improving the sense of 
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enjoyment and value derived from working in collaborative groups and finally the 
potential for establishing a culture of collaboration amongst teachers. 
 
In view of the potential developmental benefits for individuals and groups working 
in communities of practice such as the CTS, this research project was deemed to 
be beneficial in terms of exploring the suitability of the CTS as a means of 
improving the various facets of teacher performance mentioned in the previous 
paragraph. While working in communities of practice such as the CTS, individual 
teachers and groups will naturally reflect on their experiences and identify the 
benefits or problems associated with collaboration in relation to lesson planning, 
lesson presentation, assessment, decreasing feelings of isolation, deriving more 
enjoyment and feeling more valued aimed at promoting a culture of collaboration 
in a school context. Further, I argue that such collaboration may go some way in 
serving the professional development needs of teachers (York-Barr et al., 
2007:305). Collaborative teaching strategies may well be viable alternatives or 
supportive mechanisms for in-service training programmes, which are often 
presently perceived by some serving teachers as an inadequate and ineffective 
means of developing understanding related to teaching. This resonates with 
Kajander and Mason (2007:418) who argue for a move from expert-centered to 
teacher-centered forms of professional growth. 
 
3.3 The research design 
 
 
This research can be classified as a generic qualitative research study. Merriam 
(1998:11) suggests that researchers who conduct generic qualitative studies 
simply “seek to discover and understand a phenomenon, a process, or the 
perspectives and worldviews of the people involved”. Creswell (1995:54) 
suggests three factors that should be considered when choosing an approach to 
research. First, the approach should match the research problem. I believe a 
qualitative research method is suited to exploring the experiences of teachers 
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working in the context of the CTS. Second, the approach must fit the intended 
audience. In the instance of this research the audience will in all likelihood be 
principals’ and teachers working in schools, some of whom who have experience 
of qualitative methods through reading books or articles and attending 
conferences and workshops related to their various tasks at work. Third, the 
choice of research approach should relate to the skills, experience and training of 
the researcher. As a school principal I have extensive experience in interviewing 
teachers, parents and learners, which I believe was an advantage while 
conducting interviews for this research. In addition part of the Masters in 
Education degree programme at the UJ included a course in both qualitative and 
quantitative research methods.   
 
The qualitative research approach was grounded in an interpretivist paradigm as 
the aim was to explore the experiences of teacher’s as they collaborate about 
their work, in terms of the aspects mentioned in the previous section. (Henning, 
Van Rensburg & Smit, 2004:17). By seeking to produce descriptive analyses of 
teachers’ beliefs, values and reasons, meaning making and self-understanding 
and future intentions about  collaboration (Henning, et al., 2004:20), I hoped to 
clarify how workplace learning is shaped by the way learning is supported or 
inhibited in context. Consequently, even though the responses received from the 
teachers were expected to be largely subjective, reflecting the views, feelings, 
experiences and social constructs of the individuals in context, I argue that they 
would be invaluable in understanding the experiences of teachers as a group. 
Therefore, the unit of analysis in this study is teachers’ views on strategies to 
encourage collaboration between teachers working in the same grade and 
learning area in a specific primary school. In addition, the views of teachers were 
specifically focused on particular aspects of their work by the sub research 
questions used during the data generation stage of this research.   
 
The research design also recognises the overarching theoretical framework of 
socio-constructivism, which postulates that people make meaning in conjunction 
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with and from each other through dialogue. Lave and Wenger (1991) as well as 
Rogoff (1995 cited in Billet 2004:112) directly link social practice and learning. I 
therefore argue that this means that teachers working in the context of the CTS 
will not only accrue knowledge about the various tasks of teaching through social 
interaction with each other, but will also develop and express views, feelings, 
opinions and understandings founded in their own personal histories and prior 
experiences. The interpretivist approach to this research which seeks to produce 
descriptive analyses of teachers’ beliefs, values, reasons, meaning making and 
self-understanding and future intentions about collaboration therefore resonates 
with the theory of socio-constructivism. Further, the argument put forward in this 
paragraph influenced my choice of data generation methods, which I will discuss 
next. 
 
3.4 Research methods 
 
 
In order to explore the experiences of teachers working in the CTS, I had to 
consider how best to generate data for this purpose. Experiences are often very 
personal, as they are part of the teachers’ unique subjective perspectives 
(Merriam, 1998:74). One way of accessing these perspectives is to ask teachers 
to describe and explain them. Therefore qualitative research methods were best 
suited to generate data. Interviews, questionnaires and observation are 
frequently used methods of generating data in qualitative research, with the 
interview being the most popular. 
 
After careful consideration, I decided to first use semi-structured individual 
interviews, followed by a focus group interview to generate data. The advantages 
of combining individual and focus group interviews will be discussed later in this 
section. I am of the opinion that research interviews are a suitable means of 
exploring what people think about a particular issue or idea. Interviews allow 
respondents to tell the researcher what they do, don’t do or what they think 
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Hannabuss (1996:23). Consequently, I believe that no single truth is likely to 
emerge from the interviews undertaken in this study, but rather that multiple and 
partial truths are likely to be elicited (Sirna, Tinning & Rossi, 2008:290). I 
therefore argue that the semi-structured nature of the interviews used in this 
study allowed the latitude for open-ended, in depth questions followed by probing 
and clarifying questions in order to allow the space to follow-up on emerging 
descriptions and themes. In the context of this research, I feel that open-ended 
questions created an opportunity to access the perspective of the respondents 
about working in the CTS. Hannabus (1996:23) does however caution that there 
are some difficulties associated with research interviews. Amongst these is the 
possibility that participants will feel obliged to respond in a particular way, which 
was a concern, for as the principal of the school I was interviewing at my own 
school. 
 
An interview schedule is a useful device for focusing responses and ensuring 
some degree of comparability between participants (Hannabus 1996:26). Hence I 
used an interview schedule consisting of a main question and several sub-
questions, both of which are listed later in this chapter. 
 
3.4.1 Individual interviews 
 
An advantage of using semi-structured individual interviews is that questions 
allow for individual responses. However, researchers are cautioned not to ask 
leading questions which may contaminate the data or coerce the participant into 
a “confessional mode”. The data generated from an interview should be taken at 
face value. According to Henning et al., (2004:53) the standard is “guidance 
without interference or conversation from the interviewer”.  
 
Silverman (2000:90) suggests that we live in what he terms an “Interview 
society”. His claim is based on the proclivity of the interview in the mass media 
as a means for people to make meaning of their own life world, through the 
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responses of celebrities and societal luminaries to the many perplexing questions 
of our day to day existence. Consequently the interview is a popular method of 
data generation, accounting for more than fifty percent of the methods of data 
generation used in qualitative research (Silverman 2000:290). As in the case of 
this research, the individual interview is typically selected to generate detailed 
accounts of participant’s thoughts, attitudes, beliefs and knowledge about the 
research (Fielding 1997, Speziale & Carpenter 2003, cited in Lambert & Loiselle 
2007:229). This approach assumes that if suitably well thought out questions are 
formulated, then participant’s responses will reflect their reality (Morse 2000, 
Sandelowski 2002, Macdonald 2006 cited in Lambert & Loiselle 2008:229).  
 
Despite the apparent popularity of the interview, the data generated by such 
means should be treated with caution as one can never be certain if the 
participant is responding truthfully to questions or is merely talking. By talking I 
mean that the participant may express opinions, views or responses that they 
believe will please the interviewer or put themselves in a good light. In addition 
respondents may choose to withhold or embellish on their responses in order to 
protect their self image, position in the workplace or impress the interviewer. As 
mentioned earlier talking by respondents in the context of this research was a 
real possibility given my position as the principal of the school. To counter the 
problem of unreliable data, it is best to triangulate or check data (Silverman 2000: 
98). By triangulating I mean using more than one source of data generation to 
corroborate findings identified in the data. In this research project the focus group 
interview was used along with my observation journal as means of triangulation. 
As discussed in the next chapter member checks can and were used to verify the 
accuracy of data generated during interviews.  
 
3.4.2 Focus group interviews 
 
Morgan (1996:132) contends that focus groups are being increasingly used as a 
qualitative method of data generation. Focus groups are most often used in 
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conjunction with individual interviews, primarily it seems because they are both 
qualitative methods of data generation, but also because whereas the focus 
group interview offers breadth of response, the individual interview offers depth 
of response (Morgan 1996:133). In my opinion there is a clear advantage in 
generating data via methods that offer complimentary views of the research 
question. According to Lambert & Loiselle (2008:229) the primary goal of using 
focus groups is to generate data through interactive discussion between 
participants that may reveal aspects of the phenomenon under study that may 
otherwise be less accessible. Focus group discussions can reveal similarities 
and differences, providing rich data through the range of perspectives and 
experiences of the participants in the research study. I also believe that perhaps 
the most important advantage of focus group interviews is that they are said to 
provide “a voice” to marginalised groups, however the cautious researcher 
should be aware that the possibility of group pressure affecting the reliability of 
participant’s responses also exists.  
 
Focus group interviews can also be used to confirm data or to complete data 
(Adami 2005, Halcomb & Andrew 2005 cited in Lambert & Loiselle 2008:230). I 
concur with Morgan and Kreuger (1993 cited in Morgan 1996:139) who argue 
that the focus group interview offers the researcher an opportunity to observe the 
agreements and disagreements between participants. Observations and insights 
into the motivations and behaviours of the participants in this research project 
proved valuable when analysing the experiences of teachers working together in 
the CTS, in terms of their relationships with colleagues and the various 
personalities of the participants.   
 
Consequently, I first conducted semi structured individual interviews with seven 
teachers working in the context of the CTS. The eighth individual interview as 
well as a focus group interview with the complete sample of eight participants 
was conducted by an impartial researcher from the UJ. This was deemed 
necessary because of the subordinate position of the research participants in the 
Chapter 3 – Research design and methodology                                                  52 
 
workplace compared to myself as the researcher. It was anticipated that an 
impartial researcher might illicit responses from participants who felt 
uncomfortable expressing themselves honestly to an authority figure in the 
school. In addition, the focus group created an opportunity to observe and note 
the dynamics at play in the sample group and any issues of power that exhibited 
between experienced and novice teachers, as well as between different 
personalities. The focus group interview helped to generate a “rich and holistic 
account of a phenomenon” as described by Merriam (1998:78), as it provided 
opportunity to confirm data generated by the individual interviews and to ensure 
data completeness. 
 
3.5 Sampling 
 
 
I made specific choices with regards to sampling, based on my experience as a 
primary school principal. For instance, grade one is an important year for 
learners, as it signals the beginning of formal schooling and often lays the 
foundation for future success or failure in terms of learning. Further, Mathematics 
and the language of teaching and learning, in this case English are in my opinion 
crucial areas of learning for primary school learners. A learner must master the 
skills of reading, writing, speaking, listening and logical reasoning in order to be 
in a favourable position to learn effectively not only in the primary school, but also 
beyond. In addition, international and local studies frequently use English and 
Mathematics to gauge the achievement of learners, as in the case of the PIRLS, 
2006 study and Fleisch (2008).  
 
The factors mentioned above influenced my decisions regarding the selection of 
research participants. Hence a sample of eight teachers was chosen, consisting 
of: all teachers working in grade one, numbering four, one of which is a Head of 
Department; two teachers working with grade five and grade six Mathematics; 
one teacher working with grade four and six English and finally another with 
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grade five and grade seven English. The Mathematics and English teachers are 
respectively responsible for two of the four classes found in each grade of the 
school. The table below provides a summary of the biographical and teaching 
information of participants. 
 
Table 1: Summary of biographical information of the research participants 
Pseudonym 
Teaching 
experience in 
years 
Employed at 
the school in 
years 
Position held Teaching area 
Sue 28 7 HOD Grade 1 
Jane 24 9 Teacher Grade 1 
Mary 23 18 Teacher Grade 1 
Ann 6 1 Teacher Grade 1 
Olga 33 32 HOD 
English 
Grade 4 & 6 
Nicole 26 26 Teacher 
English 
Grade 5 & 7 
Lexi 16 11 Teacher 
Mathematics 
Grade 5 & 6 
Penny 7 7 Teacher 
Mathematics 
Grade 5 & 6 
 
Three of the four grade one teachers have more than 20 years of Foundation 
Phase experience and have been employed at the school for between five and 
eighteen years. The fourth is new to the school and has six years of teaching 
experience. The two mathematics teachers respectively have six and seven 
years of experience at the school. The English teachers have twenty and thirty 
years of relevant experience at the school, the latter is also the Head of 
Department responsible for languages. All the participants are female, not by 
design but rather by virtue of the gender profile of the teaching personnel working 
at the school, which is overwhelmingly female. This is in line with trends in the 
Chapter 3 – Research design and methodology                                                  54 
 
South African context where primary schools are often dominated by female 
teachers. 
 
3.6 Data generation 
 
 
Fortunately all eight individuals selected to be part of the sample consented to 
participate in the research. It must however be conceded that this unanimous 
consent could be ascribed to the fact that I am the principal of the school in 
question. Conscious of the power relationship between myself and teachers at 
the school, as the researcher and indeed the principal, I made every effort not to 
exert any pressure on the sample of participants to coerce participation in the 
research. Interviews were held in the afternoons after the formal teaching school 
day was over.  A quiet office where interruptions would not be a factor was used. 
The individual interviews and focus group interview were audio taped using a 
high quality digital voice recorder, backed up by a second digital voice recorder. I 
transcribed the individual interviews verbatim, while as previously mentioned the 
focus group interview was transcribed by an impartial assistant. Each 
transcription was completed as soon as possible after the interview, as the 
processes of data generation and data analysis are interrelated and must occur 
simultaneously, as analysis directs the further sampling of data (Strauss & 
Corbin, 1990:59). (Appendix D example of a transcription) 
 
The interview with Sue (pseudonym) was used as a pilot. The questions asked 
were as follows: 
• In your view what are the stated goals of the CTS?  
• In your view what are the effects of collaborative lesson planning? 
• In your view what are the effects of collaborative teaching / presentation of 
lessons? 
• How do you experience collaborative planning, implementation and evaluation 
of assessments? 
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• What are your views on working in collaborative groups as a means to make 
teachers feel less isolated and more valued at work? 
• What are your views of the potential of collaborative groups for making your 
work as a teacher more enjoyable? 
• What are your views of the potential for creating a culture of collaboration / 
collegiality amongst teachers by working in collaborative groups? 
• If you could advise school management about working in collaborative groups 
what would you tell them? 
• Is there anything else you would like to mention about working in collaborative 
groups?  
 
The questions on the interview schedule were used essentially unchanged for all the 
individual interviews. Additional ad hoc questions were asked for the sake of 
clarification when required. 
 
For the focus group interview I decided to ask one main question to avoid the 
possibility of leading the participant’s responses with the list of questions. The 
main question was: 
• What have your experiences been of the CTS implemented at your school 
since January this year? 
 
The list of questions was then used as a prompt to gain more clarity and insight 
into the teachers’ experiences when required. I also kept a journal detailing 
personal experiences, reflections and observations made especially during and 
after interviews. Facial expressions, body language and tone of voice often 
provided non-verbal clues to how participants were experiencing the interview.  
My journal notes have provided valuable insights for the process of data 
analyses (Merriam, 1998:88).  
 
Chapter 3 – Research design and methodology                                                  56 
 
3.7 Ethical considerations 
 
 
I acknowledge that as the principal of the school I am likely to influence the 
responses of participants, some of whom may feel uncomfortable being 
completely forthright as a result of the teacher versus principal authority 
relationship.  I therefore made every effort to clarify my position as researcher in 
relation to the participant teachers at the school and explained the criteria by 
which they were selected; as described in the previous section. I wanted to be 
perceived as respectful, non-judgemental and non-threatening (Merriam 
1998:85).  
 
In order to comply with ethical standards, the approval of the Gauteng 
Department of Education and school management was obtained to undertake the 
research. The eight teachers making up the sample were invited to be 
participants in the individual interview and focus group interview process. 
Authorities and participants were informed both verbally and in writing (See 
Appendix A) of the purpose and process of the research and their role in it. In 
addition it was explained how the data generated was to be used; that 
participation was voluntary and that any participant could withdraw at any time 
without penalty. Participants indicated their willingness to participate in this study 
by completing a signed consent form (See attached). 
 
Every effort was made to ensure anonymity and confidentiality. The identity of 
participants is not deemed necessary for the analysis and reporting of findings so 
pseudonyms were allocated. Some biographical information such as age, 
gender, experience and qualifications has been used for purposes of analysis 
and reporting findings. However this information has been extrapolated and 
provided without compromising the identity of participants. To further ensure 
anonymity and confidentiality an impartial researcher from the UJ was used for 
one of the individual interviews and the focus group interview. As I am the 
principal at the school under study and to allay any fears of consequences for 
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comments and opinions expressed by participants, the original version of the 
focus group interview was transcribed by an impartial assistant and pseudonyms 
were allocated without my having possession or access to the original recording. 
Individuals who divulged sensitive personal information or opinions that could be 
potentially harmful to themselves were thus ensured of anonymity and 
confidentiality. All data generated has been stored in a locked facility and 
electronic data is password protected; accessible only to the researcher. All 
electronic, audio and hardcopy data will be securely stored for 2 years after the 
research has been completed and will then be destroyed. 
 
I anticipate that the research findings will benefit the development of knowledge 
in terms of how teachers experience collaborative teaching strategies by adding 
to the existing body of knowledge and to the CTS in the school concerned. I have 
already and will be available to provide support to the teachers participating in 
the implementation of the CTS, especially since it is being implemented at the 
school where I am presently employed. 
 
3.8 Data analysis 
 
 
Qualitative content analysis procedures were used to identify and group 
descriptions and themes, later to be used as the basis for the research argument 
(CreswelI,1995, Henning, et al., 2004), about what the experiences are of 
teachers who participate in a strategy to encourage collaborative working. I drew 
on the specific mechanics of content analysis as explicated by amongst others 
Charmaz (2003), Maykut and Morehouse (1994) and Merriam (1998). The 
constant comparative method of data analysis used, requires incidents, 
participant’s remarks and so on to be compared to categories and sub categories 
derived from the data (Maykut & Morehouse, 1994:127, Merriam, 1998:178). The 
data analysis process used in this research project is described in detail in 
Chapter 4. 
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3.9 Measures to aim for validity and reliability 
 
 
Research should be concerned with producing valid and reliable knowledge in an 
ethical manner (Merriam, 1998:198). I use the term validity to describe the 
trustworthiness of the research and the term reliability to describe the 
consistency and dependability of the research.   
 
Both internal and external validity need to be considered by the researcher. 
According to Merriam (1998:201) internal validity deals with the question of how 
research findings match reality. Internal validity indicates the confidence or trust 
other people have in the ways in which the study was conducted, as well as in 
the findings of the study. In order to advance the internal validity of the research, 
data was generated over a period of ten weeks. The period of time allowed for 
my orientation as the researcher and clarification of my own assumptions and 
worldview so as to make my own biases clear before data was analysed and 
findings formulated (Merriam 1998:205). It is necessary to orientate oneself to 
the realities of the research context as the researcher in a qualitative study, 
because of the nature of the data that will be generated. Data analysis is 
accomplished by comparing it to the current reality of the participants’ life world. 
The problem is that reality according to Lincoln and Guba (1885 cited in Merriam 
1998:203) is a, “Multiple set of mental constructions … made by humans”. 
Consequently validity is only applicable to the current view of reality and reality is 
holistic, multidimensional and ever changing (Merriam 1998:202). The fact is that 
information only becomes data in a research project when it piques the interest 
and perspective of the researcher. Therefore my personal assumptions and 
presuppositions are on record in chapter 1 of this report. 
 
In order to enhance the internal validity of this research project, I looked to the 
guidelines provided by Merriam (1998:204). First, I attempted to ensure that the 
inferences drawn from my study are consistent with the data generated by 
Chapter 3 – Research design and methodology                                                  59 
 
providing a clear, unambiguous audit trail (Guba & Lincoln, 1981 cited in Merriam 
1998:207). I have described in detail in my research report how the data were 
generated, how categories were derived, and how decisions were made 
throughout the inquiry, so that it is clear to others how I arrived at the findings of 
this research (Merriam, 1998:207). Once the data analysis process was 
completed in terms of the constant comparative method as set out by Maykut 
and Morehouse (1994:146), by identifying categories and sub-categories, 
member checks were conducted (Henning et al., 2004:149; Merriam, 1998:204). 
This involved taking my initial interpretations of the data back to the teachers at 
the school from whom they were derived and enquiring from them if the findings 
were plausible. I did this by providing them with a copy of the transcribed 
interviews and discussing for clarity, the responses that I felt had bearing on the 
research question. Thereafter, I conducted peer examination by asking 
colleagues both from the school and from other schools, as well as my research 
supervisor at the UJ, to follow my audit trail and comment on the findings as they 
emerged (Merriam, 1998:204). The process of peer examination was possible to 
implement as soon as I engaged in the process of unitising data, which will be 
discussed in more detail in the next chapter. Briefly, units of meaning can be 
separated almost immediately from each other when one reads through interview 
transcripts with the research question in mind. These emerging initial units of 
meaning became the topic of discussion with participants and colleagues during 
the peer examination process. 
 
Conversely, external validity is an indication of the extent to which the findings of 
a study can be applied to other situations (Merriam, 1998:207). External validity 
attempts to gauge the transferability of findings. In terms of external validity I 
make no claim of transferability, however I have undertaken to provide a “rich, 
thick description” (Merriam, 1998:211) of my study so that readers will be able to 
determine for themselves, the applicability of my findings to their particular 
context. Since I have made every effort to ensure that the findings of my 
research are consistent with the data generated, I contend that the various data 
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gathered from individual and focus group interviews are sufficient for valid 
analysis and corroboration of the aim and objectives of this research project.  
 
Merriam (1998:206) argues that the traditional definition of the term reliability is 
the extent to which the research findings can be “replicated”; rendering the term 
problematic when applied to qualitative research because we are dealing with 
feelings, experiences, opinions and not hard empirical evidence. The terms 
“consistency” and “dependability” coined by Guba and Lincoln (1989) are more 
relevant to the issue of reliability when working with qualitative research. 
 
In order to achieve greater reliability in the context of this research, I clearly 
described, as mentioned previously my position as researcher in relation to 
participants and the criteria by which they were selected. Furthermore, the 
methods and process of data generation were described to participants. In 
addition, it is acknowledged that the participant teachers’ responses were 
influenced by the researcher, as an active co-constructor of responses rather 
than a passive recorder of them (Mishler, 1999:18). Therefore each transcribed 
interview was made available to the participant concerned for comment and 
verification of their intended meanings and understandings as expressed during 
the interviews. Finally, I have produced an audit trail that can be followed by 
subsequent researchers by including detailed notes on data generation, analysis 
and determination of findings and recommendations. I have also endeavoured to 
develop rigorous descriptions of findings so that others may find applicability in 
their context (Merriam, 1998:201). 
 
3.10 Summation 
 
 
In this chapter I have stated the purpose of the research as exploring the 
experiences of teachers working collaboratively. To accomplish this end a 
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qualitative research approach was adopted and an interpretivist paradigm has 
been used to ground the research design. Next the rationale for utilising semi-
structured individual interviews and a focus group interview as research methods 
was discussed (Henning et al., 2004). I have explained the criteria for the 
selection of the research sample and discussed measures to aim for validity and 
reliability as well as ethical considerations relevant to this research project 
(Merriam, 1998). The process of data generation was discussed and the constant 
comparative method of qualitative data analysis was identified as the framework 
used for analysis of the generated data. 
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CHAPTER 4 
 
DATA ANALYSIS 
 
4.1 Introduction 
 
 
According to Merriam (1998:156), the process of data analysis is “highly 
intuitive”, the purpose of which is to come up with reasonable findings based on 
the data. As mentioned in the previous chapter the constant comparative method 
of analysis was used to uncover the most obvious categories or units of meaning 
and the sub-categories of data that support each of these main categories. The 
constant comparative method of analysis used, consists of first coding the data, 
then organising data into units, followed by identifying or discovering provisional 
categories of meaning in the data and finally, refining the provisional categories 
into several main categories, each consisting of a number of sub-categories and 
ranked from most to least influential in terms of the research question. Each step 
of the constant comparative method used in this research project is discussed in 
more detail in the sections that follow.   
 
4.2 Coding the data to indicate source 
 
 
The first phase of the analysis process involves coding data to their source. The 
coding of data is an important part of building a trail of evidence, as it makes it 
possible to link the findings of this research project with the original source data. 
In order to code the data generated during the interviews, I followed the advice of 
Maykut and Morehouse (1994:127), and used photocopies of the transcribed 
interviews. Each page of every interview transcription was allocated a code 
system indicating the type of data, who the interviewee was and the page 
number of the transcription on which the data appeared. For example, the code 
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T/O-1 where T indicates a transcription as the type of data source, the O 
identifies the interviewee, in this instance Olga (pseudonym) and the 1 as the 
page number on which the data can be found. The excerpts from Olga’s 
transcription are examples of the coding system used. 
 
Interview transcription: CTS 
Name of teacher: Olga 
Name of interviewer: Malcolm Kingsley 
Date: 19 October 2009 
Place of interview: Alberview Primary 
Duration of interview: 22m 23s 
Digital Folder name: A05 
 
Thank you for agreeing to talk to me. The purpose of this interview is to gather information 
regarding the CTS at your school. Please be as honest and forthright as possible as the 
outcomes of the research study will be directly influenced. Your responses will be treated with 
ethical confidentiality and anonymity. 
 
Interviewer: In your view what are the stated goals of the CTS?  
T/O-1 
Standardising the learning area, to uplift and develop and nurture and to guide particularly new 
teachers from colleges and maybe not just new teachers but teachers new to a learning area.  
 
Interviewer: and do you think … do you personally feel more valued as a result of having to work like 
this? 
T/O- 6 
Oh I always feel valued when I can share my expertise ………….. 
   
Once the data in all the transcriptions had been coded to source it was time to 
start unitising the data, which is the next step in the constant comparative 
method of data analysis. 
 
4.3 Unitising the data 
 
 
In order to start the process of unitising the data, I first read through the 
transcripts several times, making pencil notes in the margin whenever I noted a 
possible unit or chunk of meaning emerging. I also used highlighter pens to 
colour code text relevant to the emerging units of meaning. A unit of meaning is 
data that makes sense or is understandable on its own. According to Lincoln and 
Guba (1985 cited in Maykut & Morehouse, 1994:128) the process of unitising the 
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data involves identifying chunks or units of meaning and then later grouping them 
together in provisional categories. In the case of this research project units of 
meaning identified in the interview transcripts should be read in conjunction with 
the questions asked during the interviews in order to make sense of them.  
 
I have used excerpts from Sue’s (pseudonym) interview transcription to illustrate 
how the emerging units of meaning were identified by carefully reading with 
highlighter and pencil in hand. From one excerpt I highlighted the relevant text to 
note collaboration as an emerging unit of meaning and indicated with a pencil 
note that sharing of ideas, supporting each other and novice versus experienced 
teacher relationships were possible sub-categories. (T/S-1)  “We had people who 
knew a lot with newer teachers, but on the other hand the newer teachers have 
given some fresh ideas to the oldies, we’ve seen another side of teaching from 
the younger teachers, so its’ worked both ways. We help each other and lighten 
the work some what”. From (T/S-2), “Everyone has a say in it, so you get many 
ideas and from that you get what we are going to teach the children”. In this 
instance I considered relationships and collaboration to be emergent units of 
meaning and noted that the CTS provided a place for participating teachers to 
have a voice. Possible benefits for learners as a consequence of teachers 
working in collaboration and the advantage of sharing ideas were noted as 
potential sub-categories. In the next excerpt relationships were also identified as 
a unit of meaning, with interpersonal conflict and power relationships between 
teachers noted as possible sub-categories. (T/S-3) “There was a lot of feeling 
threatened. Once or twice I had to actually stop them and say hold on, let’s listen 
to everyone, we all have a say, so let’s listen, put our ideas together and then 
come up with a solution”. Here the potential for developing the school as a 
learning organisation emerged and the perceived benefit of establishing a culture 
of collegiality between teachers was noted. (T/S-9)“If people can learn to work as 
a group and to share ideas and work load it will make the whole school run 
easier and better and our children will learn  the same things. Our skills will 
develop, the children’s skills will develop because everyone is working at the 
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same level pushing it higher and higher and if we can work together, even if we 
have problems with quiet people and extroverts and that, but if we can all learn to 
work together as a group, everything from discipline to litter, the works, it can 
work because we’ll all be working together in our different groups, but eventually 
all of us will gel together and the whole school can run better”. In this excerpt 
improved collegiality emerged as a unit of meaning. (T/S-10) “We’ve respected 
peoples views, their ideas and I think that’s where it comes in is respect for each 
other and respect for what people think. I think that’s why they are feeling so 
much better about themselves”. From this section feeling valued by others and 
collegiality were identified as units of meaning. 
 
After completing the initial stage of identifying emerging units of meaning in the 
data, I reread the highlighted sections of each transcript. I found this useful as a 
means of starting to group units of meaning together. I grouped some and 
discarded others, eventually deciding on the following provisional categories, 
listed below in random order: 
• The benefits of the CTS 
• Making teaching enjoyable 
• Personality and individuality 
• Collegiality 
• Time required 
• Pseudo collaboration 
• Feeling less isolated and more valued 
• Power relationships 
• Goals of the CTS 
• Requirements for working together 
 
Next, I then proceeded to cut apart the transcripts and tape the relevant excerpts 
onto sheets of size A4 paper; each A4 sheet headed with one of the provisional 
categories listed above. I was careful where necessary, to write the relevant data 
code on the pieces of transcript, so as not to lose track of which interview 
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transcript the data originated from. In this manner I created what Maykut and 
Morehouse (1994:129) refer to as “data cards” each grouping together the data 
relevant to a particular provisional category.  
 
Table 2: Examples of Provisional category data cards with supporting text  
Example 1                  Feeling less isolated and more valued 
T/M-5 
I think it’s important… sharing of ideas and so.  I think you feel that you do have support. 
T/J-7 
…. that she’s felt she belongs and she’s felt OK with where she is going, what is required 
because we are discussing it.  
T/J-8 
I liked it simply because it’s sort of proved that what I’m doing is right.  
 
T/O-6 
Oh I always feel valued when I can share my expertise Malcolm. It makes me feel very valued 
when a younger teacher comes to me and they say gee thanks that was so nice to get the help 
or thanks you’ve helped me a lot, that is always to me been very satisfying, I get a lot of 
satisfaction out of that.  
 
T/A-9 
Yes, definitely, you don’t feel alone and you have someone else to lean on.  
 
T/L-3 
Well in the first place you are not on your own; you have the security of your partner when you 
need help or guidance so you’re there for each other.  
 
 
Example 2                           Personality and individuality                                    
T/L-6 
There’s a little bit of conflict between the two because the one wants to take control and you know 
the other .… they’re both strong.   
T/N-1 
Even though I am the more experienced teacher, it was difficult for me to tell a new colleague 
who had just started at the school what to do. I felt I didn’t have the authority to tell her what to 
do. 
T/M-2 
Its’ wonderful sharing the ideas and sharing planning and so on, but we’re sitting with four strong 
personalities with the potential the get a bit out of hand. 
 
T/M-5 
At some of our meetings there is a bit of conflict and teachers withdraw and say, well now I’m 
not saying anything else. That’s why I say we need to develop communication and listening 
skills; so lots of scope for improvement. 
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T/J-6 
No, because I still do what I want to in my classroom 
T/J-12 
If you tell me I have do ABC, I would really hate it. I want to have freedom in my classroom to 
teach 
T/O-3 
Oh …. There’s a lot. I think personality has a lot to do with it. 
 
The next step in the data analysis process is that of discovering the recurring 
ideas or themes present in the data. 
 
4.4 The process of discovery 
 
 
The purpose of “discovery” in the data analysis process is to first group data 
relevant to each of the provisional categories and that “reflect the purpose of the 
research and ….. answer the research question” (Merriam, 1998:183). To 
accomplish this I used large sheets of paper as discovery sheets.  
 
The provisional categories identified earlier in the process were noted as 
headings on my discovery sheet along with personal clarifying notes and 
comments. Next, all the unitised data cards were read and then taped below a 
particular provisional category, using the “looks like, feels like” criteria proposed 
by Lincoln and Guba (1985 cited in Maykut & Morehouse, 1994:136) to complete 
this stage of the analysis process. I found at this stage it was necessary to 
dispose of some of my original provisional categories and merge others as they 
either duplicated other provisional categories or did not have sufficient data 
support to stand alone as a provisional category. The original ten provisional 
categories were narrowed down to six as shown in table 3.  
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Table 3: Shows the combined and stand alone provisional categories and 
the subcategories that emerged from the data. 
Provisional category Sub categories 
The benefits of the CTS 
+ 
Making teaching enjoyable 
+ 
Collegiality 
+ 
Feeling less isolated and more valued 
• Sharing teaching ideas 
• Mutual support 
• Professional development 
• Affirmation from colleagues and 
learners 
• Having a voice 
Time required 
• Time management 
• Extra curricula and co-curricula 
demands on time 
Pseudo collaboration 
• Satisfying work requirements as 
stipulated by school management 
• Misunderstanding what it means to 
collaborate 
Personality and individuality 
+ 
Power relationships 
• Restricted individuality and creativity  
• Novice vs. experience 
• Importance of good communication 
• Dominant and passive personalities 
• Levels of authority 
Goals of the CTS 
• To improve teaching skills 
• Mutual support for teachers 
• Improve learner performance 
Requirements for working together 
• Respect for others 
• Commitment to task 
• Equal access to resources 
• Complimentary levels of expertise 
• Equitable distribution of workload 
• Structured plan for CTS 
• Dealing with change 
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Once all the data cards had been placed in the new provisional categories 
formulated during the discovery stage of the data analysis, it was time to start 
refining the provisional categories of meaning even more. 
 
4.5 Refining categories 
 
 
In order to further refine the provisional categories, it is necessary to write “rules 
of inclusion” in the form of a “propositional statement” for each category. A 
propositional statement is a “statement of fact grounded in the data” (Taylor & 
Bogdans cited in Maykut & Morehouse, 1994:139). 
Table 4: Excerpt from a provisional category with units of meaning and its 
rule of inclusion 
Benefits of 
working in 
collaborative 
groups 
Rule of inclusion: The participants identified several benefits of working in 
collaborative groups. These diverse benefits include sharing responsibility, 
affirmation from colleagues and learners, sharing teaching ideas, mutual support 
and guidance as well as opportunities for professional growth and development. 
Sharing 
responsibility 
T/L-3: “Well in the first place you are not on your own. You have the security of 
your partner when you need help or guidance, then you’re there for each other. 
 
T/L-3: “So I think it feels good to have someone there for you if you need 
someone, you’re not on your own in something.” 
Affirmation 
from 
colleagues 
and learners 
T/J–6: “I liked it simply because it’s sort of proved that what I’m doing is right.  
Sharing 
teaching 
ideas 
T/N-8: “I look forward to sharing new ideas and approaches and techniques.” 
Mutual 
support and 
guidance 
T/M-1: “…its support for newly qualified teachers because coming into a school, I 
know when I qualified you … I was thrown into the deep end, so it’s a support 
system for newly qualified teachers.  
 
T/M-1: “A fair section of it is expansion of ideas for teaching methods and to get 
the older teachers to change their ways when new ideas come in that are more 
effective and also for the more experienced teachers to share with the new 
teachers, what works for them.” 
Professional 
growth and 
development 
T/A-9: “If I think were I was last year and I was totally alone, to this year where 
there are 4 teachers. I have already seen that I didn’t do what I was supposed 
to… I’ve learnt’ that OK this needs to be done and stuff so I’ve seen the shortfall 
in last year.”   
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From the data grouped under the various provisional categories and aided by 
their particular propositional statements, I was able to formulate three outcome 
statements (See Table 5). An outcome statement is formed when two or more 
propositional statements are found to be connected by the data (Maykut & 
Morehouse 1994:144).  
 
4.6 Identifying categories and allocating subcategories 
 
 
Once proposition statements had been compared in order to separate those that 
stood alone, from those that formed relationships and patterns with others, it was 
possible for the “outcome propositions” which constitute the framework of the 
findings of this research, to be formed by connecting two or more proposition 
statements (Maykut & Morehouse, 1994:144). The themes identified in the 
outcome propositions were prioritised according to the frequency with which they 
appear in the data, in order of most cited to least cited. The outcome of the 
process of data analysis is tabulated below. 
Table 5: Categories and sub-categories and the corresponding 
outcome statements as derived from the constant comparative 
method of data analysis 
 
Categories and sub categories Outcome statements 
1. The benefits of working in 
collaborative groups 
• Mutual support for teachers 
working together 
• Sharing ideas to improve 
teaching and the responsibility 
of teaching  
• Opportunities for professional 
development and growth 
• Feeling valued and affirmed as  
teachers support each other 
Despite some significant negative 
experiences all participants were 
positive about the potential of 
collaboration for improving their work 
as teachers. They cited mutual support, 
sharing of ideas about teaching, 
feelings of affirmation, shared 
responsibility for teaching and 
professional growth and development 
as outcomes of collaboration. 
2. The constraints associated with 
collaborative work  
• Finding time to collaborate in an 
All participants attested to time as a 
major constraint to effective 
collaboration. Some felt strongly that 
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already busy schedule 
• Constricted individuality and 
creativity in teaching – lose of 
individual choice 
• Pseudo collaboration as a 
means to “satisfy” the 
requirement of officially 
contrived collegiality 
• Skewed conception of what it 
means to collaborate about 
one’s work in the context of the 
CTS 
collaboration is a threat to their 
individuality and creativity, impacting 
on their success as a teacher. Others 
have skewed conceptions of what it 
means to collaborate about their 
teaching. 
3. The influence of relationships and 
personalities on collaborating 
groups 
• Dominant and passive 
personalities  
• Novice versus experienced 
teachers 
• Learning Area expertise 
All participants cited collaboration 
between diverse personalities and the 
subsequent effect on working 
relationships as an important issue. 
Experience, expertise as well as levels 
of authority create a fertile environment 
for cooperation or conflict. 
 
4.7 Summation 
 
 
In this chapter the process of qualitative data analysis according to the constant 
comparative method was explicated (Maykut & Morehouse, 1994). First, the 
method used to code the interview data was explained. Then the process of 
unitising data into provisional categories of meaning was detailed. Third, as part 
of the process of discovery, provisional categories were grouped by using the 
“looks like feels like criteria.” Next, “rules of inclusion” were written to allow for 
grouping provisional categories together. Finally, “propositional statements” were 
formulated to determine three main categories of data each with several 
subcategories arranged from most cited to least cited. Finally, “outcome 
statements” which provide a description of the data, were written for each of the 
three main categories of data.  
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The three main categories and their subcategories that emerged from the data 
have been used as a framework to structure the detailed discussion of the 
findings in the next chapter.  
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CHAPTER 5 
 
FINDINGS, CONCLUSION AND RECOMMENDATIONS 
 
5.1 Introduction  
 
 
The aim of this research was to explore the experiences of teachers working in 
the CTS in a specific primary school context. In order to accomplish this I 
selected for interview, a sample of teachers working in the areas of Foundation 
Phase (Grade 1) and English and Mathematics in the Intermediate Phase, as I 
believe these areas to be critical to the success of teaching and learning in the 
primary school context. The findings have been compiled from an analysis of the 
themes that were identified in the interviews with the research participants. On 
completion of the data analysis process, I identified three major categories 
namely; the benefits of working in collaborative groups, the constraints 
associated with collaborative work, and the role of relationships and personalities 
in collaborating groups, each with several sub-categories, which serve as the 
basis for the findings of this research.  
In this chapter each category and its sub categories are discussed in the order 
they appear in Table 6 in the previous chapter. I substantiate my findings with 
excerpts from the interviews and applicable literature. Thereafter I provide a brief 
summation of the findings. It should also be noted that although each finding is 
discussed separately in this report, they are all interrelated and intertwined with 
each other to a greater or lesser extent; thus producing a collage-like description 
of the experiences of teachers working in the context of the school’s CTS.  
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5.2 Discussion of the research findings 
 
 
5.2.1 The benefits of working in collaborative groups 
 
The notion of sharing came out strongly as a benefit of working together in 
collaborative groups. Participants identified supporting each other, sharing 
teaching related ideas, professional growth, feeling affirmed and a sense of 
shared responsibility for the tasks of teaching as significant benefits. In terms of 
the literature reviewed in chapter 2, it is clear that the participants describe their 
experiences of mutual support, sharing ideas and responsibility, opportunities for 
professional growth and feeling valued and affirmed, as a consequence of 
working in a community of practice. Wenger (2004:47) describes communities of 
practice as a group of people who share a concern (in this case teaching) and 
learn how to do it better as they interact regularly.  
 
5.2.1.1 Mutual support 
Without exception all participants felt that having other teachers available to discuss 
teaching related problems and issues was an important source of support. Lexi (T/L-
3) sums up the experiences of most of the respondents, “Well in the first place you 
are not on your own; you have the security of your partner when you need help or 
guidance, you’re there for each other”. Help and guidance is provided by 
collaborative partners with a variety of teaching related tasks such as how to deal 
with particular learners, deciding how best to teach learning content and moral 
support when needed. For example Sue (T/S-4) referring to dealing with a 
problematic learner said,” We ask each other; I have this problem in my class, how 
… what can I do to get him to work or what must I do to get him to listen… help me”. 
Both novice and experienced teachers reported support from others as helpful, as 
indicated by Jane (T/J-1) who has been teaching for 24 years, “…. because even 
now, I still ask my colleagues if I’m unsure of something or if something is not 
working ….  It’s nice if you work as a group to determine exactly what’s required”. 
Sue (T/S: 10), felt that her collaborative group showed each other respect creating a 
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sense of well being and worth in teachers “We’ve respected people’s views and their 
ideas and I think that’s where it comes in is respect for each other and respect what 
people think. I think that’s why they are feeling so much better about themselves”. 
  
York-Barr et al., (2007:317) claim that teachers experience increased support as 
a consequence of working with each other in a collaborative environment.  
(More literature required here) 
 
5.2.1.2 Sharing ideas and responsibility for teaching 
Closely entwined with the notion of mutual support is the act of sharing ideas and 
responsibility for teaching. Participants experienced the sharing of ideas 
positively, not only personally but also for improving their teaching performance. 
Jane (T/J-1) felt that, “Two heads are more important than just one. You get 
more ideas from that, more thought and insight is put into lessons; assessment 
techniques for instance.” Sue (T/S-2) indicated that “…. everyone has a say …. 
you get many ideas and from that, you get what we are going to teach the 
children”. Ann (T/A-2) felt that sharing ideas enabled her to be more effective as 
a teacher, “Because as I say, I would do nouns or whatever in one way and 
someone else would do it in a different way and even if you combine the two or 
try a different way you are growing as a teacher …… you’re reaching children in 
different ways”.  In addition there are indications that the sharing of ideas can cut 
across the sometimes perceived divide between novice and experienced 
teachers, as illustrated by Sue (T/S-1) who said, “We had people who knew a lot 
with newer teachers, but on the other hand the newer teachers have given some 
fresh ideas to the oldies, we’ve seen another side of teaching from the younger 
teachers, so it’s worked both ways”. According to Drago-Severson (2006:63), 
thinking, talking and working collaboratively encourages self-analyses, 
development and decision making about key teaching issues, which seems to be 
confirmed by the experiences of teachers working in the context of the CTS.  
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Penny (T/P-3) found that working together with another teacher eased the 
responsibilities attached to working alone, “You know support is there. I 
remember when I started teaching, I was alone. I felt lonely, I didn’t know if I was 
coming or going. But also you don’t have to take all the blame; you’ve got 
someone who can pick up the human errors made by either partner, so I think it’s 
good as well”. Buzbee Little (2005:84) argues that teachers who share aspects of 
teaching, plan collectively and pool experiences tend to practice new skills and 
strategies more frequently and more successfully than those who work alone. It 
seems that teachers working together are more confident about what needs to be 
done and what is required of them as teachers, simply because they have 
another teacher with whom to share the responsibilities attached to their tasks as 
teachers. Claims of improving teaching effectiveness as a result of sharing ideas 
is further substantiated in the literature by Hargreaves (1994:246), who argues 
that collaboration is a powerful source of professional learning. By professional 
learning, I mean listening to and learning from others, thereby developing more 
complex understanding and perspectives of teaching as an activity.  
 
5.2.1.3 Professional and personal development 
As a consequence of the processes of teachers supporting each other and 
sharing ideas, opportunities for professional development and growth emerged.  
Penny (T/P-1) experienced working together as an opportunity to, “Support 
teachers who are struggling to keep up, to learn from one another, to improve our 
teaching and to learn to get along with others personally and professionally”. 
Ann’s (T/A-1) comments support the notion of development opportunities “…. so 
you share ideas and in that sense you become a better teacher. You are not just 
honed in on your own ideas and views, but you’re growing from others ideas as 
well”. (T/A-9) “If I think where I was last year and I was totally alone, to this year 
where there are four teachers. I have already seen that I didn’t do what I was 
supposed to… I’ve learnt that, OK this needs to be done and stuff, so I’ve seen 
the shortfall in last year”.  It seems that for the participants in this research 
project, developing new skills, expertise and shaping new understanding about 
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teaching, stems from being an active member of a community of practice (Lave 
1991:65). Jane (T/J-2) describes her experience of interacting with others as 
follows, “We give each other ideas, funnily not always in meetings. We’ll be 
walking down the corridor together and we’ll talk about things”. In terms of the 
literature, York-Barr et al., (2007:317) claim that teachers learn from and with 
each other as a result of working together. In addition, Hargreaves (1994:186) 
maintains that collaboration and what he terms collegiality are widely accepted 
practices for professional development. Referring to the claimed benefits of 
working in collaborative groups as an alternative means of professional 
development, Kajander and Mason (2007:418), document the ineffectiveness of 
traditional professional development methods such as in- service training, which 
they contend tends to be fragmented, intellectually superficial and removed from 
context. In view of the findings described in this section I contend that the 
professional development opportunities experienced by teachers who 
participated in this research falls into the fourth level category of Rogan’s (2004) 
four level system used to describe professional development programmes. I say 
this because teachers take full responsibility for their own school based 
continuous professional development, occurring in context rendering the 
professional development not only more desirable and also more likely to be 
effective (Rogan 2004:35).  
 
5.2.1.4 Feeling valued and affirmed as a teacher 
Working together creates an environment where teachers can experience a sense of 
feeling valued and able to contribute, Nicole (T/N-7) felt that teachers also felt less 
isolated when working in collaborative groups as evidenced by her remark, 
“Teachers do feel less isolated because they’re there to share and contribute ….. it 
makes them feel worthy and valued”. Several participants mentioned experiencing 
feeling affirmed about their competence as a teacher, as a result of working together 
with others.  For example Jane (T/J-6) felt able to confirm that she was on the right 
track with her teaching, “It’s sort of proved that what I’m doing is right you know ….. 
when I listen to them talking, I think I’m also doing that”. Penny (T/P-3) experienced  
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affirmation as a good teacher when others acknowledged her work, “You know if 
someone can say, yes this is good and I like the way you do things, you know you 
sort of feel you are making a difference in someone’s life”.  Sue also found that when 
she tried something new in her class that came from collaborating with other 
teachers she enjoyed the experience (T/O: 8), “I tried it and my class and I enjoyed 
the activity we did. I enjoyed it because they were enjoying it and I learnt something 
from it so it works, it can work to make your teaching more enjoyable”. This finding 
confirms that teachers can indeed be affirmed as a consequence of working in 
collaboration with each other as claimed by York-Barr et al.,(2007:317). 
 
The reported benefits of teachers working together also brings to mind Jerome 
Bruner’s (1966) notion of learning to be; as teachers come to know more about 
teaching and themselves as teachers as a consequence of working in 
collaboration with each other. By becoming part of the teaching discourse 
community, teachers do not just learn about teaching, but are learning to be 
teachers, in the words of Bruner (cited in Brown & Duguid, 2000:128). The 
findings suggest that working in collaborative groups has certainly promoted 
personal learning for the participants and it is therefore my view that a measure 
of organisational learning has probably also occurred. 
 
Moloi (2002:87) describes collaboration as labouring together and working with 
others in a joint intellectual endeavour. In the context of this research, this entails 
harnessing the collective implicit and explicit knowledge of teachers and directing 
it towards improving the performance of the school. Implied in this is the notion 
that the collaborative efforts of teachers will impact on the performance of 
learners which is after all the core business of schools. Moloi’s (2002:20) work on 
reconceptualising South African schools, argues that for schools to become 
learning organisations they must amongst other factors, encourage collaborative 
and enabling learning environments, align educational processes, procedures 
and goals and recognise individual and collective talent. I am of the opinion that 
the CTS can support an environment for learning and continuing openness to 
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new ideas as described by Appelbaum and Batt (1994 in Moloi 2002:20).  In 
addition, my argument is based on the presence Drago-Severson’s (2006:61) 
“four pillars of practice for growth” as discussed in chapter two.  
 
Given the benefits for teachers working in collaborative groups as reported in this 
section, one may be tempted to assume that all teachers would enjoy and benefit 
professionally and personally from collaborative interactions about their work as 
teachers. Unfortunately the reality is that there are serious and perhaps even 
insurmountable constraints that militate against successfully working in 
collaborative groups, especially in the general context of South African public 
schools. The constraints associated with working in collaborative groups, 
identified in this research project are discussed in the next section 
 
5.2.2 The constraints associated with collaborative work 
 
 
Although all participants experienced some aspects of working together in 
collaborative groups as beneficial to their teaching, they also, without exception 
experienced constraints that impacted to varying degrees, on their experiences 
of the CTS. Finding sufficient time to collaborate was unanimously identified as a 
problem. Partly as a consequence of the pressures of time, some participants 
reported engaging in pseudo-collaboration, merely to satisfy the managerial 
imperative to work together in what Hargreaves (1994:195) describes as an 
environment of “contrived collegiality”. Other participants felt that their creativity 
and individuality were constrained by having to work with others, while several 
demonstrated misconceptions of what it means to collaborate. 
5.2.2.1 The constraint of time 
All participants identified finding time to collaborate to be a major obstacle to 
effective collegiality and collaboration. Although particular afternoons had been 
allocated for teachers to meet with their partners, they found extra-mural 
responsibilities, meetings initiated by the district education office, marking 
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learners work, administrative duties and in some instances teachers’ family 
responsibilities left little time or energy to collaborate effectively. For example 
Jane (T/J:6) felt that meeting twice a week to collaborate was difficult because of 
what she described as extra-murals, marking and paper work (administration 
related to teaching); with the latter factors exacerbated by unfavourable teacher 
pupil ratios. Nicole’s experiences echoed those of Jane (T/N:10), “ …..we found 
that time was a critical factor. We had extra-murals to do, we had marking to do, 
two afternoons had been set aside for us to do collaborative teaching, but then 
my partner also has children who she has to pick up after school and so we 
couldn’t really spend a nice long afternoon brainstorming or doing research”. 
Penny (T/P:5) felt that although a meeting schedule for collaboration had been 
provided it was not feasible, “ We had extra-murals and cluster meetings, even 
though we had a schedule it was not always workable”. 
 
The implications of teachers struggling to find sufficient time to collaborate 
effectively are severely debilitating for strategies like the CTS. Firstly, teachers 
are placed under additional stress and pressure at work if they are not sufficiently 
provided with time to meet for the purposes of collaboration. Secondly, a lack of 
time to collaborate is problematic, as it dilutes the potential for improving the 
skills, knowledge and understanding of teachers in terms of their various tasks as 
teachers. Thirdly, a lack of time correlates inversely with the practice of pseudo-
collaboration, as teachers’ battle to satisfy the imperatives of managerially 
contrived collaboration as described by Hargreaves (1994:192) and discussed in 
chapter 2 of this report. In short, strategies like the CTS are likely to fail if 
sufficient time to collaborate is not allocated. To exacerbate circumstances, the 
literature is silent on how to quantify sufficient time to collaborate effectively; 
clearly more research in this area is required.  
5.2.2.2 Constricted individuality and creativity 
Some of the participants claimed that the requirements of collaboration restricted 
their individual creativity and flair in the classroom and were quite vocal in 
expressing their misgivings about “standardising” teaching for learners in the 
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same grade or learning area. For example Mary (T/M:5) felt that she needed to 
be able to exercise professional discretion, in order to cater for the specific 
educational needs of children in her class and that space for individuality in her 
teaching enabled her to do so. “…. a little bit of scope for individuality which I 
think can be there, but with collaborative planning it’s kind of dampened that a 
bit. I feel a bit restricted”. Jane (T/J:7) was more forthright, “If you tell me to do 
ABC I really hate it. I want to have freedom in my class to teach”. When Jane 
was asked by the interviewer if collaboration had restricted her individuality she 
replied, “No, because I still do what I want to in my classroom”.  Teachers who 
claim that collaboration constricts their individuality and creativity may well fit into 
Kegan’s description of self-authoring knowers; being inclined to formulate their 
own beliefs, values and standards and requiring assistance to be open to the 
views of others when working in a group ( In Drago-Severson 2006:61). 
 
On the one hand Hargreaves (1994:191) argues that some teachers do work 
better alone and should be allowed to do so. Conversely, I argue that school 
managers have a responsibility to ensure that all learners in a particular grade 
and learning area receive the same quality of teaching, in terms of the 
knowledge, skills, values and attitudes as contained in the National Curriculum 
Statements. Hargreaves further contends that the richness, spontaneity and 
unpredictability of less structured forms of collaboration and collegiality may be 
lost in contrived collegial settings. This view critically pertains to a contrived 
collegial setting such as the CTS. Lortie (cited in Hargreaves 1994:176) 
advances two possible explanations why some teachers jealously guard against 
what they perceive as threats to their individualism and creativity. The first is 
associated with defensiveness and anxiety, as psychological deficits or personal 
flaws and failures in the character and personality of teachers. Simply put, 
psychological deficits imply an innate lack of competence and confidence in 
one’s ability to satisfy the demands of teaching as a profession. The implication 
of the psychological deficit view is that teachers lacking in competence and 
confidence may claim to feel professionally constricted in order to avoid exposing 
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their professional inadequacies to colleagues during collaborative activities. In 
addition uncertainties present in the workplace can be demanding of teachers in 
terms of time and energy. Uncertainties are created by the often confusing and 
contradictory demands of dealing with a diverse group of learners, parents, 
department officials and along with the vagaries of implementing a curriculum in 
the classroom, serve as a daunting prospect for a teacher. Consequently 
teachers will often resist any measures or actions that will further complicate their 
world of work, as a teacher tasked with coping in a constantly changing work 
environment. The second proposes that the physical structure of most schools, 
which groups learners and isolates teachers in box-like class rooms, lends itself 
to individualism as opposed to working together with others. The individualism I 
refer to is evident in teachers who develop what may be termed a four wall 
mentality. Some teachers are inclined to be concerned only about what happens 
inside their own classroom, avoiding responsibility and participation in activities 
and duties that are important to the school as a collective. An example of a four 
wall mentality would be a teacher who disciplines learners in the classroom, but 
ignores misconduct elsewhere in the school as they feel it is not their 
responsibility to act in such an instance. 
 
In addition to the impact of the physical environment on the way teachers work, 
teachers may purposefully isolate themselves as a defence against what they 
perceive to be threats to the time and energy required to fulfil their teaching 
obligations effectively. In other words they resist activities that may divert their 
attentions from the task of teaching the learners they are responsible for.  
 
In my experience as a teacher and principal, I believe it is fair to argue that initial 
teacher training prepares one for working as an individual, alone in the classroom 
with a group of learners. This has been cited by many educationists as a 
perennial problem for practice. Existing support structures in schools are often 
insufficient in providing the level of affirmation and mutual support for teachers 
that is possible in a collaborative environment such as the CTS. Indeed it is this 
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lack of an effective support structure for novice teachers, which contributes 
significantly to the high rate of attrition from the teaching profession experienced 
in the novice cohort of teachers. Whitelaw (2008:9) in his research on ways to 
support novice teachers cites lack of effective support as a significant 
contributing factor, accounting for high attrition rates amongst novice teachers. 
 
While the explication of reasons for claims of constricted individuality and 
creativity discussed above, do not in my opinion enjoy universal applicability to 
teachers, they do perhaps provide some insight into why some teachers will 
claim their individuality and creativity to be prerequisites for success in their 
teaching. What can be said with certainty is that if the reasons for a teacher 
guarding personal individuality are associated with psychological deficits or 
personal flaws and failures as a teacher, then they do pose a serious threat to 
effective teaching and should be dealt with accordingly. 
 
5.2.2.3 Pseudo-collaboration 
Some participants admitted to engaging in pseudo-collaboration, just to please 
management. By this I mean that they gave the impression of working together, 
but in fact worked individually and simply swapped lesson preparation for 
teaching without much discussion regarding their lessons. Penny (T/P:1) said, 
“Honestly, my partner and I never planned any lessons collaboratively, I planned 
for the one grade and she prepared for the other grade.” For Olga (T/O:2) it was 
a problem to find time to meet with her partner, “So I’ve got to the point where I 
have planned it. All I say to her is, right this is what we’re going to do and I give 
her a basic breakdown of what’s going to happen and then I plan it and hand it 
over”.  
 
McDaniel and Colarulli (1997:27) maintain that collaboration requires teachers to 
be responsible to each other for planning, presentation, evaluation and 
assessment of teaching, where previously they may have largely planned in their 
own time and in their own way, with very little input from colleagues. Working 
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closely together requires interdependence, compromise and adjustment at the 
level of practice. Working closely together is likely to give rise to claims of 
conflicting conceptions of practice and restrictions on creativity between 
teachers. The pressure of decisions about their teaching made by consensus in 
collaborating groups, was felt by some participants in this research project, who 
reacted by either openly defying the collective or surreptitiously proceeding with 
their own agenda in terms of their teaching. Clearly pseudo-collaboration 
undermines the effectiveness of the CTS, as it will not lead to improved teaching 
performance, which is the fundamental aim of any collaborative strategy in a 
school context.  
 
5.2.2.4 Skewed conception of collaboration 
Many of the participants were uncertain of what exactly it means to collaborate. 
For example, Olga expressed these sentiments during the focus group interview, 
(FT/O:2), “In actual fact do we know what collaborative means? Because 
collaborate means something different to just integrating and sharing”. Other 
participants wanted clear guidelines or policy to be drawn up for them. This is 
understandable as Hargreaves (1994:188) maintains that the actual meaning of 
the terms collaboration and collegiality are numerous, often leading to deficient 
understanding of the collegial role for teachers. The teachers who struggled most 
with the concept of what it means to collaborate, probably fall into the category 
referred to by Kegan (1982) as instrumental knowers; being more comfortable 
working in a rule and guideline-orientated situation. For example Mary (T/M:2) 
wanted a clear plan  “I feel that we’re not discussing how to teach a concept and 
I think that part of the CTS should be learning how to put a concept across, we 
haven’t got too much to that point yet and I think that’s very important especially 
for newly qualified teachers and  I also would….. the problems I’m experiencing 
from my personal view is that I would like to have an overall plan, in other words 
a mind map to know where I’m going”. 
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Some teachers thought that collaborating meant writing something on paper. 
Perhaps this can be ascribed to the prevalent mentality in South African public 
schools that says proof or evidence of one’s work as a teacher must be available 
for management to review. Ann (T/A:10) who works in the grade one group of 
teachers experienced this “evidence” mentality. “It’s not always as it seems, 
we’ve sat here until late in the afternoon, but if it was working and being 
implemented how you wanted it to be, I wouldn’t feel lost or other teachers 
wouldn’t feel lost and so ….. it’s not always as it seems. On paper we have it 
…… but implementation is not as good”. A few teachers failed to understand that 
the core objective of the CTS is to improve the quality of the teachers’ 
performance in the classroom. Consequently they worked towards producing 
paper records of collaboration, but should rather have focused on discussion 
about what and how to teach. (T/A:2) “When it comes to actual teaching of 
concepts, we kind of haven’t really had an opportunity to share ideas as much as 
what we could have because we’ve been very focused on getting it on paper”. In 
my opinion an evidence mentality is a serious impediment to effective 
collaboration, as the focus is on producing records rather than improving 
teaching practice, which should be of concern to school managers and those 
responsible for training teachers.  
 
The implications for the CTS and for in-service teachers as well as those 
undergoing initial training as teachers are in my opinion significant. Whilst the 
finding of this limited research project indicates a skewed conception of 
collaboration amongst many of the participants, the finding may not find 
applicability elsewhere. However given my 28 years of teaching experience at 
both primary and high schools and at every level of management within the 
South African public school context, I suggest that teachers for various reasons 
are not always effective when required to work together on classroom related 
matters. A variety of contextual, personal and professional issues may be cited 
as reasons for the apparent inability of teachers to work effectively as a team in 
collaborative environments. Amongst these reasons are initial teacher training 
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which aims to produce a professional capable of working independently in the 
classroom. As mentioned previously the box-like construction of schools lends 
itself to individuality.  Over time this individuality often leads to claims of 
ownership over physical facilities like classrooms, subjects taught by particular 
teachers and even over the learners timetabled for the teacher. This claim of 
ownership is evident in the response of Olga, talking about her lack of confidence 
in her collaborative partner and how it affected their collective lesson planning 
and the learners in her classes. (T/O:2) “The planning I found has been from my 
point of view because I’ve got more experience, because I’ve taught the subject 
a lot longer because it’s a new teacher to the department I found that I was 
actually leading rather than guiding and showing , I was saying this is what I’d 
like to do and when I have given her the opportunity to plan it’s come from 
somewhere that is not within my parameters and it doesn’t seem to me workable, 
so in that respect I’ve been selfish in saying, look you don’t know the subject, you 
don’t know the kids, you don’t know the school maybe this is the way to go”,  and 
(T/O:3) “I know my kids …. this time of the year, I know the kids Um she doesn’t 
know them as well as I do…my kids.” Olga’s responses also bring to mind the 
role of hierarchical structures present in school, which clearly demarcate the 
boundaries of operation within a school context. Whitelaw (2008:176) in his 
doctoral study on the attrition rate of newly qualified teachers (NQT) identifies 
hierarchical structures in schools as obstacles to providing adequate support and 
guidance to especially NQT, during their first few years of teaching. 
 
Some of the participants recognised the inability of some teachers to work 
collaboratively with others and suggested training to facilitate working together in 
teams as a possible solution. For example Mary said (T/M:3), “Everyone has an 
idea of where they should be as far as teaching of the skills and so on, but it also 
gives tension and disagreements, we need to develop our listening skills and 
some of the teachers are finding it difficult and by the same token others are 
finding it difficult because they are not listened to and everyone believes they’re 
right. We’ve got to learn to compromise and develop listening skills”. The extent 
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to which teachers are able to work together in a dispassionate and professional 
manner impacts on the success of collaborative work and will be discussed in 
more detail in the next section.  
 
5.2.3 The influence of relationships and personality on collaborating 
groups 
 
 
Several participants attested to personality as a significant factor in the success 
or failure of collaborative efforts to work together. Most felt the need to be 
teamed with a “like-minded” person who had a similar attitude, approach and 
beliefs about teaching. When asked how the personality of her collaborative 
partner impacted on their working relationship Nicole (T/N:6) replied, “My partner 
and I actually get on very well. She’s a nice person, easy to talk to, easy to 
communicate with….uh….marks a lot in the same way that I do, perhaps 
disciplines in the same way as I do”. But, in some instances there were tensions 
that emerged. Sue (T/S: 3) reported that, “Not everybody was in favour of 
change. As soon as you mention we have to change something, then hair stands 
on end”. There were some tensions between novice and experienced teachers, 
some felt threatened by their collaborative partner, while other teachers adopted 
a passive or submissive approach during collaborative meetings. 
 
5.2.3.1 Dominant versus passive personalities 
Dominant and passive personalities are found in the workplace as well as in 
social settings. Interaction between dominant personalities may lead to conflict, 
while interaction between dominant and passive personalities may lead to 
frustration, loss of a voice and dominance of one individual or group over the 
other. Teachers working in the CTS did not disappoint in terms of conflict 
resulting from dominant and passive personalities working together. Mary (T/M:2) 
speaking about conflict in her group said, “It’s wonderful sharing ideas and 
sharing planning and so on, but we’re sitting with four strong personalities, with 
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the potential to get a bit out of hand.” Others felt hurt when their ideas were 
rejected. Jane (T/J: 4) is a case in point, “I’ve got very upset with some people, 
because if you put your point across and everyone puts you down, you get hurt”. 
Mary (T/M:6) reported that some teachers became withdrawn when conflict arose 
in their group, “Because at some of our meetings there is a bit of conflict and 
teachers withdraw and say, well now I’m not saying anything else”. Sue (T/O: 3) 
was of the opinion that some teachers were intimidated by other teachers during 
collaborative meetings, “There was a lot of feeling threatened. Once or twice I 
had to actually stop them and say hold on let’s listen to everyone, we all have a 
say so let’s listen, put our ideas together and then come up with a solution”. 
 
The harsh reality is that as collaboration increases so does the potential for 
personal conflict. The dilemma for school managers is whether the advantages of 
collaboration will be outweighed by the destructive potential of interpersonal 
conflict, likely to arise out of the requirement for teachers to work together. Little 
(2003 cited in Whitelaw 2008:52) argues that collaboration will quickly identify 
which areas of school and classroom life are open for scrutiny, debate and 
decision. In view of the threat of debilitating interpersonal conflict, contrived 
collegial activities have implications for those managing the implementation of 
the CTS and any similar strategy of programme. For prudence sake, 
implementation of any contrived collaborative activity must in the first instance be 
preempted by consensus agreement about the purpose and direction of 
collaborative work. Secondly an environment must be created and skills provided 
to individual teachers, in order to facilitate understanding of differences in values 
and opinion, as well as the skills to navigate them (Whitelaw 2008:53). 
 
5.2.3.2 Novice versus experienced teacher 
Several teachers have strong and entrenched views and opinions about what 
works in their teaching and are not easily convinced of the merits of changing 
their tried and time tested methods. Sue talking about the notion of experience 
versus novice teachers said, “Because they’ve done it for so long and it’s worked 
Chapter 5 – Findings, conclusion & recommendations                                    89 
 
for them, they see a new teacher as, how much can she know? Olga (T/O:2) felt 
that experience on the one hand and the lack of experience on the other, made 
collaboration a one-sided exercise, “So the planning I found has been from my 
point of view because I’ve got more experience, because I’ve taught the subject 
a lot longer”. She also felt threatened by her younger less experienced 
collaborative partner, “It puts you at a disadvantage because these head of 
department structures are in place when you’re dealing with very important 
professional issues, but on the other hand you’re more familiar when you 
collaborate. I don’t know how to handle that”.  
 
When asked what she thought the aims of the CTS might be, Mary an 
experienced teacher with 23 years in the profession,  indicated that both novice 
and experienced teachers could benefit from working in collaboration, (T/M:1) 
“It’s support for newly qualified teachers, because coming into a school, I know 
when I qualified, I was thrown into the deep end, so it’s a support system for 
newly qualified teachers …... and to get the older teachers to change their ways 
when new ideas come in that are more effective and also for the more 
experienced teachers to share with the new teachers what works for them”. Sue 
(T/O:3) felt that more experienced teachers had to be convinced or persuaded 
about the merits of changing tried and tested methods of teaching, “The older 
teachers won’t easily let go of, it’s worked, it’s proven, the younger teacher 
absorbs, she just wants all the different ways possible, so the older teachers 
were the problems, not really problems, but they were not prepared to take from 
the younger teacher, until they saw, but wait a minute its works and we can”. 
Darling-Hammond (1989 cited in Whitelaw 2008:13) contends that territorial 
demarcation for professional protection, is a sociological reality of teaching. The 
implication is that teachers are likely to be more disinclined to collaborate about 
professional matters than one would expect. Teachers generally work alone, 
protected by what Feiman- Nemser (2001:1037) terms, norms of autonomy and 
non interference. I therefore argue that asking teachers to collaborate within their 
professional space has the potential to create dissonance within a teachers’ 
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individual and personal professional space, especially if they are required to 
collaborate with teachers less experienced than them. Closely linked to the 
problem of experienced and novice teachers working together in the same 
professional space, is the influence of differences in learning area expertise on 
collaborative activities, which is discussed in the next section. 
 
5.2.3.3 Learning area expertise 
There are two issues in terms of learning area expertise as a constraint to 
working in collaborative groups. The first is a lack of knowledge, making it difficult 
to contribute towards discussions about teaching a learning area. Lexi (T/L:1) felt 
that similar levels of knowledge and expertise in a subject made collaboration 
easier, “We have the same knowledge about the same subject and that helped a 
lot and we could share ideas….and Ja, it went smoothly”. Olga reported that a 
lack of learning area expertise made collaboration as equals difficult and 
inevitably placed the responsibility for planning teaching in the hands of the more 
expert teacher. (T/O:2) “So the planning I found has been from my point of view. 
I’ve taught the subject a lot longer because it’s a new teacher to the department I 
found that I was actually leading rather than guiding and showing. I was saying 
this is what I’d like to do and when I have given her the opportunity to plan its 
come from somewhere that is not within my parameters and it doesn’t seem to 
be workable”. 
 
The second area of constraint is entrenched personal beliefs, views and attitudes 
about how a learning area should be taught. For example Mary (FT/5) said, 
“Most of us are experienced teachers, so you come to a point where everyone 
thinks their viewpoint is correct”. Jane (T/J:7) has firm views and beliefs about 
her teaching and had to adjust to hearing that other teachers did not always 
agree with her, “but I’ve always felt I’ll say what I say and if you like it. you like it 
and if you don’t, I’m not attacking people personally, but I’m saying what I believe 
in and I’m saying what I think. They’ve accepted that and I’ve also accepted that 
if someone is telling me they disagree with reading it’s not that they hate 
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me…they disagree with reading, so for me it’s been OK”. Working in 
collaboration with others is a fertile ground for conflict. Individuals need to 
compromise, be willing to share power and responsibility, while being open to the 
ideas and teaching styles of colleagues. 
 
Contrived collaboration may in the minds of some teachers be perceived as a 
loss of autonomy or as Hargreaves (1994:165) prefers to call it individualism. As 
mentioned in chapter 2 it is erroneous to assume that every teacher working in a 
community of practice has a similar goal, vision or expectation regarding the 
fruits of their collaborative efforts. As expected, the participants in this research 
project each chose to respond to the learning opportunities provided by the CTS 
in their own way, which reflects their prior experiences, feelings and social 
constructs in context. Also as expected there was what Billet (2004:109) has 
termed duality between the learning opportunities offered by participation in the 
schools’ CTS and the responses of individual teachers to these opportunities.   
 
Teachers exercised what Billet (2004:117) refers to as individual agency to resist, 
circumvent or participate fully in the school’s CTS, as illustrated by the following 
transcript excerpts:  
Penny (T/P:1) right at the beginning of her interview indicated that her partner 
and her had not collaborated at all, “Honestly my partner and I have never 
planned any lessons collaboratively, I prepared for the one grade and she 
prepared for the other grade”. Nicole (T/O:2) reported that her collaborative  
partner simply contributed nothing towards the workload, “I continued doing it, 
although we sat together and I specifically said to her, “ Can you prepare a 
lesson on listening?” for example and all she had to do  was to set a couple of 
questions and it just wasn’t done. So you couldn’t keep the children waiting, the 
lessons needed to be prepared so I just carried on”. Lexi (T/L:6) was positive 
about her experience of the CTS, “I think if you share a common goal and a 
positive attitude and you are professional in your decision making and you 
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support each other in decision making, then collaborative teaching can be 
wonderful. It can work wonderfully for you as a teacher, that’s what I think”. 
   
It is significant to note that while the CTS provided what Fuller and Unwin 
(2004:140) refer to as an expansive workplace learning environment, not all 
teachers chose to participate eagerly, willingly or fully. 
 
5.3 Summation of findings 
 
 
In this chapter I have discussed the findings of the research project, determined 
by the analysis of the generated data using the constant comparative method of 
qualitative data analysis. Three main categories each with several subcategories 
were discussed using appropriate excerpts from interviews and applicable 
literature to substantiate the findings.  
 
Amongst the benefits of working in collaborative groups, teachers cited mutual 
support for each other in terms of their various tasks as teachers as most 
significant. The sharing of ideas and responsibility for their teaching performance 
was also experienced positively by most participants in the research project. As a 
consequence of the mutual support and sharing of ideas, several teachers 
indicated that they felt they had grown and developed as teachers. In addition 
some reported feeling valued and affirmed as they were recognised by 
colleagues and indeed learners for their professional competence.  
 
The most significant constraint experienced by teachers was the demand 
collaboration placed on their available time outside of formal teaching time. 
Extra-murals, increased workload as a consequence of large class sizes, co-
curricula meetings called by the district education department and the demands 
of family life all contributed towards a lack of available time to collaborate 
effectively. In terms of claims of constricted individuality and creativity made by 
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some teachers, the presence of psychological deficits in some teachers, 
environmental issues such as school building design and tactical decisions by 
teachers to focus on their task of teaching learners were advanced as possible 
explanations for resistance to collaboration. The data also points to instances of 
Pseudo-collaboration being practiced by some teachers, merely to satisfy the 
requirements of school management’s collaborative plans.  In addition, several 
teachers had a skewed conception of what it means to collaborate and felt the 
need for more guidance and support from school management in this regard.  
 
The third main finding indicated that participants at times experienced 
personality, different levels of experience and varying degrees of learning area 
expertise as significant impediments to effective collaboration. Tensions between 
experienced and novice teachers emerged as some found it difficult to 
compromise well established values, methods and beliefs about effective 
teaching. Teachers who dominated collaborative efforts or were passive and 
withdrawn, as well as those who felt rejected or threatened by having to share 
their expertise and experience with others, all cited the factors mentioned above 
as serious obstacles to the collaborative intentions of the CTS. Some participants 
experienced frustration when required to work with teachers who were 
inexperienced in terms of learning area expertise. 
 
In the next section I will conclude the research report with an explication of the 
implications of collaborative work in the context of a specific primary school and 
then make recommendations based on the finding. 
 
5.4 Conclusion and recommendations 
 
 
As I stated at the outset of this research report, this study was initiated with the 
aim of exploring and then analysing the experiences of teachers who participate 
in a strategy to encourage collaborative work in the specific context of the CTS. It 
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was my intention to produce a rich description of the teachers’ experiences so 
that it could contribute towards the research in this field, of particularly public 
school education in South Africa. While the findings of this research project 
cannot be universally applied to other school contexts, I believe the findings do 
indeed contribute to the research, especially in view of the national education 
departments focus on improving the quality of teaching and learning in our South 
African schools. As an experienced school principal my opinion is that 
educational authorities are desperate to make some meaningful improvement to 
the generally dismal quality of teaching and learning in many schools. I contend 
that collaborative teaching in the context of the CTS is both an educationally 
desirable reform and one that has the potential to help South African teachers 
meet rising expectations for providing quality teaching in our schools. However, 
the research findings are not definitive, will not necessarily find applicability in 
other school contexts and therefore further research into the organisation of 
teachers into collaborative groups as a means of improving teaching 
performance is indicated. 
 
Several important findings emerged from the research project in terms of the 
teachers working in the CTS. Participants in the research experienced positively 
the mutual support they gave and received in collaborative groups or from 
collaborative partners. The sharing of ideas about the various tasks of teaching 
that emerged from the collegial interactions of the participants was unanimously 
identified as an advantage of collaboration. Consequently teachers experienced 
a measure of professional and personal development, as well as feelings of 
value and affirmation, as their expertise and knowledge was utilised and 
recognised by colleagues during collaborative interactions.  
 
In contrast to the positive experiences, several severe constraints were identified 
by the participants. Available time is simply not sufficient to allow for effective 
collaboration. Partly due to the daily demands of a typical teacher’s working day, 
but also due to some individual resistance to working with others. Relatively 
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unsubstantiated claims of constricted individuality and creativity were cited by 
some teachers. Consequently, some teachers admitted to the practice of 
pseudo-collaboration for the sake of placating managements’ requirement of 
teachers to work together. Some misconceptions about what it means to 
collaborate about teaching in the context of the CTS created difficulties for some 
teachers. 
 
Personalities and relationships proved to be an important factor in the success of 
the CTS. Tensions emerged between teachers as a consequence of variances in 
experience, expertise, knowledge, post level and approaches and beliefs about 
teaching. 
 
Several recommendations emerged from the experiences of the participants in 
the CTS. 
 
5.5 Recommendations  
 
 
If the CTS is to be a suitable means of improving the performance of teachers in 
the classroom, then the following recommendations should be strongly 
considered: 
 
1. Without sufficient time being made available to teachers to collaborate 
effectively, the CTS and any similar effort to improve teaching performances 
will only ever be partially effective. It is my opinion that if teachers are to be 
truly effective in the classroom, then they need to be relieved of extra-
curricula duties and some of the administrative load which is the current lot of 
teachers working in South African public schools. It is these additional duties 
that often divert attention from the primary task of the classroom teacher; that 
of the expert teacher of a particular Learning Area.  
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2. If a contrived collegial structure such as the CTS is to be used, it may be 
advisable, as a point of departure, to ensure a common understanding of 
what it means to collaborate about teaching. In this vein detailed guidance in 
terms of how and what teachers should be doing during collaborative 
activities should be provided. However one should caution against being too 
restrictive. My personal opinion of a brief for teachers who are to collaborate 
is to: work together so that teaching performances are of such a standard that 
quality teaching and learning can occur. I do not believe that collaborative 
strategies such as the CTS should be too structured as individual and 
creative flair may be restricted, to the detriment of the professional 
development and growth of teachers working together as part of such a 
group. 
 
3. Equal access to teaching resources such as Learning and Teaching Support 
Materials (LTSM) and physical facilities for collaborating teachers is essential.  
Simply put, if teachers plan together and are to teach the same lesson they 
must have access to the same resources and facilities. 
 
4. As personalities and working relationships were identified as important to the 
success of collaborative efforts by participants in this research project, the 
following should be noted. Collaborative partners and groups should be 
mindfully structured where possible, to accommodate personalities who are 
likely to work well together. In reality this may prove difficult if not impossible 
given the constraints of available personnel in a typical school situation. 
Perhaps of more importance is that teachers should be trained to work 
effectively in teams. Mindful listening, the ability to compromise not on quality, 
but on personal position is essential as well as the ability to cope with the 
demands of change. Remember that in chapter 2, I argued in favour of 
collaboration as a suitable meta-paradigm for teachers to deal with the 
challenges of the postmodern age. (Hargreaves 1994: 245) 
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5. As far as the role of teachers working in a collaborative strategy is concerned 
the following should be noted: teachers must prepare for collaborative 
meetings so that conversations are about how best to teach and not so much 
about what to teach, which is in any case determined by the national 
curriculum. The work load in the collaborative group or partnership should be 
distributed equitably. There is no place for passive, non participation. Mutual 
respect for each other, regardless of experience, expertise, position, belief 
and opinion is essential for amicable and fruitful collaboration about the varied 
and numerous tasks of teaching. 
 
In closing, the beauty of strategies for improving teaching performances like the 
CTS is that they have the potential to empower teachers to make improvements 
on their own, in partnership with principals, learners and parents (Hargreaves 
1994:248). Richard Elmore (2004 cited in Fullan 2007:35) makes the following 
observation about teacher development which seems tailor-made for the 
teachers who have worked in the CTS and indeed all other teachers, as well as 
those involved with organising and delivering professional development activities,  
 
“Improvement is more about learning to do the right things in the 
setting where you work, than it is of what you know when you start to 
do the work”. 
 
Shulman and Shulman (2004:259) in their work on teacher development describe 
an accomplished teacher as one who is; ready (possesses vision), willing (is 
motivated), able (knowing and able to do), reflective (learns from experience) and 
communal (part of a professional community). Perhaps as teachers we should all 
reflect on this description of the accomplished teacher. 
 
 Referring to the need for a new approach to teacher development Fullan 
(2007:35) argues that teaching needs to be deprivatised. By deprivatised he 
means that teachers should work in collaboration with each other, as opposed to 
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in isolation as individuals. The CTS is in essence about deprivatisation or put 
another way, opening the doors of our classrooms for the sake of our learners. 
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Appendix B 
 
The Chairperson of the SGB / Management Team 
Alberview Primary School 
PO  Box 1458 
Alberton 
1450 
16 August 2009 
 
 
Request for permission to undertake research at Alberview Primary School 
 
I wish to procure your permission to undertake research as explicated below: 
I am undertaking a study to explore the experiences of teachers participating in 
the implementation of the CTS at your school. The research will explore the 
opinions, experiences and feelings of teachers in terms of collaborative lesson 
planning, collaborative lesson presentation and collaborative assessment of 
teachers’ and learners’ work. In addition the research will explore whether 
collaborative teaching can decrease feelings of isolation experienced by some 
teachers, derive more enjoyment and feelings of value for teachers and whether 
collaborative teaching can promote a culture of collaboration amongst teachers? 
 
Research data will be used for purposes of a Master’s of Education dissertation 
for which I am enrolled at the University of Johannesburg. Confidentiality and 
anonymity is assured for participants and the school as pseudonyms will be 
allocated and data will be securely stored. The findings of the study will be made 
available to participants, the school and the Gauteng Department of Education. 
Participation in the study may be beneficial as support will be provided to 
teachers implementing the CTS. In addition, the CTS may well be suitably used 
in other school contexts, for purposes of teacher development. 
 
Kindly provide a written response to this request as soon as possible in order to 
facilitate the process of data generation, which will include interviews with 
individual and groups of teachers. 
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Thanking you in anticipation. 
 
Yours sincerely 
 
 
Malcolm F.C. Kingsley                                                             Dr. Nadine Petersen  
Researcher                                                                               Supervisor 
 
Appendix C 
 
INVITATION TO PARTICIPATE IN RESEARCH  
 
 
 
Dear __________________ 
 
The CTS (CTS) implemented at your school has been in place since January 
2009. As you are aware the school hopes through your and your colleague’s 
participation in the CTS, to improve the skills and expertise of teachers in the 
classroom.  
 
As a participant in this CTS project I would like to invite you to be part of a 
research project aimed at exploring your experiences of collaborative teaching. 
The research will thus explore the opinions, experiences and feelings of teachers 
such as yourself in terms of collaborative lesson planning, collaborative lesson 
presentation and collaborative assessment of teachers’ and learners’ work. In 
addition the research will explore whether collaborative teaching can decrease 
feelings of isolation experienced by some teachers, derive more enjoyment and 
feelings of value for teachers and whether collaborative teaching can promote a 
culture of collaboration amongst teachers? 
 
Please note that you are under no obligation to be part of this research. 
Participation in the research project is voluntary; forming part of Mr. Malcolm 
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Kingsley’s research for his Master’s of Education degree being undertaken under 
the auspices of the University of Johannesburg. If you do agree to participate you 
will be asked to be part of individual and group interviews with the researcher, 
which will be audio taped. Transcripts of your interview responses will be made 
available to you for verification and confirmation of your opinions, experiences 
and feelings regarding the CTS. The only other people who will have access to 
this data are myself and my research supervisor. You will be allocated a 
pseudonym on all transcripts to protect your identity. All data collected will be 
used exclusively for academic purposes and feedback to the school; will be 
treated with utmost confidentiality and your anonymity is ensured. Data will be 
securely stored during the research project and for a period of two years after 
completion of the research after which time it will be destroyed. It is important to 
note that you may withdraw from the research project at any time without 
prejudice or penalty. However, participation in the study may be beneficial in that 
support and suggestions for more effective implementation of the CTS may be 
available from time to time. The outcomes and results of the study will be made 
available to participants. 
 
Should you agree to be part of this research project, kindly complete the consent 
section of this letter and return it to the researcher by the agreed date. 
 
Yours sincerely 
 
 
 
Researcher: Malcolm Kingsley                         Supervisor: Dr. Nadine Petersen 
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CONSENT OF PARTICIPANT 
 
 
I, (full name) _______________________, hereby agree to be available for 
individual and group interviews regarding the CTS in place at my school.  
 
• I understand that the interviews form part of Mr. Kingsley’s research for his 
Master’s of Education study on exploring the experiences of teacher’s 
participating in the CTS implemented at my school. 
• I understand that the research is being undertaken under the auspices of 
the University of Johannesburg.  
• I understand that my participation is entirely voluntary and that I may 
withdraw at any time without prejudice or penalty. 
 
• I understand that any data collected will be used for academic purposes. I 
am ensured that my responses will be treated with confidentiality and that 
I will remain anonymous. 
• I understand that data will be securely stored during the research project 
and for a period of two years after completion of the research after which 
time it will be destroyed. 
• I am aware that participation in the study may be beneficial in that support 
and suggestions for more effective implementation of the CTS may be 
available from time to time.  
• I am aware that the research findings will benefit the development of 
knowledge in terms of how teachers experience collaborative teaching 
strategies by adding to the existing body of knowledge.  
• I understand that the outcomes and results of the study will be made 
available to me as a participant. 
 
 
___________________________                       _____________________ 
Participant’s signature                                          Date 
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CONSENT FOR AUDIO TAPING OF INTERVIEWS 
 
I, (full name) _______________________, hereby agree to allow Mr. Malcolm 
Kingsley to audio tape any individual and group interviews that I may participate 
in for the purposes of the research project. I understand that a transcript of my 
responses will be made available to me for verification and confirmation of the 
validity of my expressions as per the interview. 
___________________________                       _____________________ 
Participant’s signature                                          Date 
 
Appendix D 
 
(Formatting has changed from the original transcript for the purposes of inclusion in this section of 
the report. Consequently page numbers do not match the original) 
Interview transcription: CTS 
Pseudonym  Mary 
Name of interviewer Malcolm Kingsley 
Date 8 October 2009 
Place of interview Alberview Primary 
Duration of interview 17m 59s 
Digital Folder name A02 
 
Thank you for agreeing to talk to me. The purpose of this interview is to gather 
information regarding the CTS at your school. Please be as honest and forthright 
as possible as the outcomes of the research study will be directly influenced. 
Your responses will be treated with ethical confidentiality and anonymity. 
Transcription 
Interviewer: In your view what are the stated goals of the collaborative 
teaching strategy? 
(T/M:1) 
I think firstly I would imagine its support for newly qualified teachers because 
coming into a school, I know when I qualified, I was thrown into the deep end, so 
it’s a support system for newly qualified teachers. Also for standardisation of 
teaching strategies and assessment within a grade so that the children going up to 
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the next grade are more or less on par. I’ve put a fair section of it is expansion of 
ideas for teaching methods and to get the older teachers to change their ways 
when new ideas come in that are more effective and also for the more experienced 
teachers to share with the new teachers what works for them. And acceptance of 
change which you find some people are resistant to because change is work, but if 
its going to improve something then its worth it. 
Interviewer: In your view what are the effects of collaborative lesson 
planning? 
(T/M:2) 
Our basically in our collaborative planning. I’ve found it, but lets say it should be 
that everyone has an input and I feel that were not discussing how to teach a 
concept and I think that part of the CTS should be learning how to put a concept 
across, we haven’t got to much to that point yet and I think that’s very important 
especially for newly qualified teachers and I also would….. the problems I’m 
experiencing from my personal view is that I would like to have an overall plan, in 
other words a mind map to now where I’m going. Its’ wonderful sharing the ideas 
and sharing planning and so on but were sitting with 4 strong personalities with 
the potential the get a bit out of hand, but I think if we implement it properly its 
going to be very good. 
 
Interviewer: Do you think the “how” is something that is going to come 
naturally out of the process or does it need to be identified as an objective? 
 
I think its something that has to be identified… maybe because were redoing our 
planning we spending a lot of time on our planning and not the “how” of bringing it 
across ….. I think every teacher is bringing it across in her own way which might 
cause a problem when children go through to the next grade the classes are 
mixed and one teacher has brought  a concept in one way and another in a 
different way. 
 
 
Appendices                                                                                                       114 
 
Interviewer: In your view what are the effects of collaborative teaching / 
presentation of lessons? 
(T/M:3) 
Okay as I say the presentation we haven’t focused on. Everyone has an idea of 
where they should be as far as teaching of the skills and so on, but it also gives 
tension and disagreements we need to develop our listening skills. And some of 
the teachers are finding it difficult and by the same token others are finding it 
difficult because they are not listened to and everyone believes they’re right. We’ve 
got to learn to compromise and develop listening skills, the teachers never mind 
the kids. So I think this collaborative teaching and planning has got the potential to 
be extremely effective, we’ve just got to hone it down and structure it so that it is 
effective. So we’re learning this year.  I think the basic concept is very good, I like 
it, but the implementation we’re going to have to work on. 
Interviewer: How do you experience collaborative planning, implementation 
and evaluation of assessments? 
(T/M:3) 
Okay, at the moment we are planning a specific theme and then doing the 
assessment, personally I think that we should be doing it the other way around, 
which we did discuss at our last meeting, I would say like to have a term plan and 
take the skills we need to teach and divide them into and work that way and work 
to the lesson plan I’m finding it difficult because I don’t know what were aiming for 
exactly. And I think we have put the cart before the horse initially. 
Interviewer: Have you engaged in collaborative marking….. assessment? 
We have … what I’ve found is that aspect  of collaborative teaching the marking, 
I’m not too happy with in that I feel its well worth while when the assessment is 
subjective for EG assessing sentences or stories, but if its right or wrong like 
Math’s so what is the point of someone else marking it, I would say in the Junior 
phase you need to know these children I would like personally and with the  
objective or the subjective marking to actually sit at one of our meetings and say 
bring this assessment with you so that I can for example come to and say what  
would you give this child out of 10 for this writing and if I agree fine and if I  
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disagree say fine why would you give the child this mark and so on. I think that way 
we can standardise subjective assessments. I have got an observation book that I 
will hand to the teacher who is marking but then I have to look at the child’s name 
see what the child did, go back to work sheet see why they did, while if I’m  
working I can just make the notes and remediate the corrective teaching. What we 
do is we have a marking rubric and that does standardize the marking better, I  
think that we also because for example we did a lot of marking out of 5 and it  
doesn’t give you that scope because they are either 60 or 80% and not much 
between we need to give us more scope in between and I think that’s why we  
ended up with very high marks because you know they’re a 3 but not quite a 4.  
A large gap. 
Interviewer: What are your views on working in collaborative groups as a 
means to make teachers feel less isolated and more valued at work? 
(T/M:5) 
I’ve never felt isolated I think the way we implement our planning there are 
hitches there’s…. its not actually the concept its how we’re implementing I feel we 
need to sort out You know I’ve mentioned we need to have a plan a year or term 
plan to take our skills that we need to teach then work backwards and then you 
can change you themes because its the skill that counts. You can still bring it 
across with a different theme if you find something the kids are interested in. But 
ja it’s just the way we are doing it I would like to change. I think its important… 
sharing of ideas and so.  I think you feel that you do have support. 
Interviewer: What are your views of the potential for creating a culture of 
collaboration / collegiality amongst teachers by working in collaborative 
groups? 
(T/M:6) 
The concept is a really good concept, it can be beneficial to new teachers 
experienced teachers the whole works and I think it can improve our .. the way we 
teach concepts and our planning etc, but as I say initially we have run into hitches, 
but that’s normal its something new so I feel we will iron out the problems. 
Difficult to say because at some of our meetings there is a bit of conflict and  
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teachers withdraw and say well now I’m not saying anything else. That’s why I say 
we need to develop communication and listening skills so lots of scope for 
improvement. 
Interview: Junior primary have worked in teams, better with CTS? 
I think more effective in terms of getting together and planning together, last year 
the lesson planning was handed  and that’s it , so yes more effective, but I 
think there’s lots of room for improvement. I would also like to mention 
collaborative planning … each class is different, and I would like a bit of scope to 
cater for the needs of the children in my class specifically….a little bit of scope for 
individuality which I think can be there but with collaborative planning its kind of 
damped that a bit. I feel a bit restricted. 
Interviewer: If you could advise school management about working in 
collaborative groups what would you tell them? 
(T/M:7) 
Basically what I have already said and someone in the group needs to be in 
charge……we discuss and if there’s a disagreement we make a call and a map or 
plan of where we’re going. 
Interviewer: Are you arguing for more structure? 
Yes more structure and I think that will save time, the teacher getting frustrated by 
the amount of time we spending on planning…its we need to get that balance 
between time and benefit, But as I say if we have that plan is should make it that 
much easier. 
Interviewer: Is there anything else you would like to mention about working  
in collaborative groups? 
(T/M:7) 
I think I have as usual said my say, I’m not being negative about it, but there are 
hitches that we need to sort out. Its nice to get ideas from other teachers and try it. 
Interviewer: OK thank you very much! 
 
Researcher: Malcolm F.C. Kingsley                     Supervisor: Dr. Nadine Petersen                                                         
 
